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Enrollment in foreign language courses has been declining. Fewer students are 
studying foreign languages and those that do often discontinue after the introductory 
levels. This single-embedded case study looks into why students who initially wanted to 
continue on to more intermediate levels did not, and also why students who initially only 
wanted to complete introductory levels changed their plans and continued on to more 
intermediate levels. Participants included two groups with nine participants total. The 
first group consists of five students who initially planned on discontinuing after 
introductory levels and changed their minds and decided to continue. The second group 
consists of four students who initially planned on continuing onto intermediate level 
courses but changed their plans and decided not to continue. 
Multiple sources of data were used. The first was a participant interest form, the 
second was three words that summarized what influenced their decision, the third data 
source was semi-structured interviews, and the fourth was a researcher journal used for 
memos. 
Results of the non-continuing students indicate that most are still interested in 
learning the language but were deterred by the course structure, such as time commitment 
and by not making meaningful progress. Results of continuing students show that a new-
found sense of confidence and making meaningful progress influenced their decision to 
continue, in addition to being motivated by career plans, situations in which they could 
apply the language, and by support from family, peers or faculty. Implications include 
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U.S. higher education institutions overall have had a steady decrease in 
students enrolled in language courses.  Starting in 1998 there was a steady increase in 
foreign language enrollment, until 2013, where overall enrollments dropped by 6.7%.  
This trend continued, and between 2013 and 2019 enrollments dropped another 9.2% 
(Looney et al., 2018).  When the overall educational trajectory is viewed, it suggests 
that only a small proportion of K-12 students study foreign languages and even fewer 
persist.  In 2017, for example, the percentage of K-12 students studying a foreign 
language was 20% (Devlin, 2018), and in 2016 the percentage of students at 
postsecondary institutions enrolled in a foreign language was even lower at 7.5% 
(Looney et al., 2018).  In contrast to international comparisons, a median of 92% of 
European students study a foreign language in elementary and post-secondary schools, 
with some countries, such as Luxembourg, Malta, and Liechtenstein, having an 
average of 100% (Devlin, 2018).  Devlin also noted that learning two foreign 
languages is a requirement in more than 20 European countries, thus it is evident that 
these high rates are not solely due to English being the lingua franca. 
With this small percentage of American college students studying a foreign 
language, it is important to review the current trends in foreign language 







students in introductory to advanced language courses, which is likely reflective of 
language requirements (Looney et al., 2018).  This means that most students who 
study foreign languages will obtain only an introduction to a language but will not 
participate in advanced language study and, as such, are not likely to gain significant 
proficiency.  The consequence of this is that students frequently leave college with no 
or only introductory foreign language abilities. 
            One may wonder why the number of students graduating from college as 
monolingual would be an issue.  Many people are able to have successful careers 
without learning foreign languages. However, the same could apply to earning a 
higher education degree; many people have successful careers without one, but there 
are many more opportunities with one. The U.S. demand for bilingual workers has 
nearly tripled in five years, going from 240,000 in 2010 to 630,000 in 2015 and has 
been increasing since.  This demand was not only for speakers of Spanish but for any 
language because of the increased opportunity for the employer to serve a wider range 
of customers (New American Economy, 2017).  These data reveal that, although it is 
possible and even common for graduates to gain employment without being 
multilingual, it substantially increases opportunities for meaningful employment in an 
increasingly more global society. 
            In addition to the benefit bilingualism brings to workers seeking employment, 
the American Council on the Teaching of Foreign Language (ACTFL) states that there 
are also many cognitive benefits as well, including enhanced problem-solving skills, 
memory function, creative thinking ability, and improved attitude toward the target 







(Benefits Language Learning, n.d.).  One could argue an even more beneficial 
outcome of learning languages is the improved attitude toward the target culture and 
its effect on one s tolerance and its positi e effect on enophobia. 
In 2016 the United Nations  (2016) General Assembl  proclaimed that 
xenophobia and racism had been increasing globally.  The following year, 2017, 
marked the first time in over a decade that the number of reported hate crimes 
exceeded 1000 in the United States in one year, with the majority targeted at 
immigrant populations (Levin et al., 2018).  With the COVID-19 pandemic, 2020 has 
seen another increase in xenophobia as migrants and people of Asian descent 
experienced an increase in verbal and physical assaults, along with stigmatization for 
spreading the virus (Department of Global Communications, 2020). Such prejudices 
affect more than just political policies but also go so far as to be associated with higher 
mortality rates among all non-white American citizens, even those not in the targeted 
group (Morey et al., 2018).  Moreover, the World Health Organization has reported 
that stigma can prevent people from seeking care when they are ill in order to avoid 
discrimination (Department of Global Communications, 2020). 
The vastness and complexity of these issues require much more than a simple 
fix.  However, one small aspect that can be a part of a bigger solution is an increase in 
Americans who study foreign languages.  Foreign language acquisition has been 
sho n to increase people s cross-cultural understanding, make people more open to 
new things, and improve tolerance to diversity (Gojkov-Raji  et al., 2013).  The extent 
to the positive effect of learning foreign languages should not be ignored.  Students 







were also more open to cultures outside of the ones they studied (Gojkov-Raji  et al., 
2013).  
Despite these employment, cognitive, and social benefits, U.S. higher 
education institutions have had a steady decrease in students enrolled in language 
courses, and the reasons as to why are unclear (Looney et al., 2018). There are also 
students who may have intended on continuing language courses but then discontinued 
after their beginner-level courses were completed. Conversely, there are also students 
who go beyond their general education or major requirement and take advanced 
courses even when their intention was only to complete their minimum requirement. 
What is currently lacking in research is the change in motivation that leads to 
continuing or discontinuing foreign language studies. The research conducted has 
given great insight into the motivation of intermediate or advanced students, such as 
college seniors majoring in a foreign language (Awad 2017; Tsang, 2012). 
Additionally, there has been research on why K-12 students may discontinue language 
studies or immersion programs and why adults may discontinue part-time language 
programs (Gibson, et al., 2007; Wesely, 2010). However, these studies do not include 
beginner-level students who are the majority of higher education students enrolled in 
foreign language courses (Looney et al., 2018). Moreover, if the majority of university 
students studying a foreign language are within the first two semesters and then do not 
continue, this research does not show what should be emphasized in the semesters 
when universities have the most students enrolled and who have not yet made the 







Furthermore, the research that has been conducted on continuing students was 
with students far beyond the time period when they initially made the decision 
whether or not to continue. If participants are in advanced studies, it has been 
semesters or even years since they made their decision to continue. This is a crucial 
factor to consider, as motivational research in foreign languages has shown that timing 
is one of the most important factors when gaining information on motivational factors 
(Dörnyei, 2001). This means one can give more depth in reasoning for making a 
decision if it is a current issue or recent choice than if the decision was made years in 
the past and is no longer directly relevant. 
In order to gain a more accurate understanding of students  decision to 
continue or discontinue foreign language studies, it would be beneficial to focus on 
students who decided not to continue when they initially planned to continue and also 
to focus on students in their first voluntary language course when they have just made 
their decision to continue. Research questions must examine variations the participants 
may have had throughout the course or semesters, thus addressing the ebb and flow of 
motivation levels, which as Dörnyei (2001) states, are present even within a single 
course.  
This study contributes to motivation and foreign language literature by offering 
a qualitative understanding of participants who have changed their trajectory after 
completing beginner-level courses.  The first two semesters are the most-enrolled 
foreign language courses and are often the last foreign language course students take 
(Looney et al., 2018). The research questions are directed toward an understanding of 







institutions and instructors can do and what psychological aspects institutions and 
instructors can nurture to retain their students and help them develop into multilingual, 
multicultural graduates. 
Significance of Study and Research Question 
The purpose of my study was to explore the experiences of beginner language 
students to gain insight into what occurs during their courses that influences and 
motivates them to continue or discontinue their language courses. The significance of 
this study is the focus on the change in student plans to continue or discontinue their 
language studies. Previously, the research conducted in this area so far either focused 
on intermediate or advanced students, such as college seniors majoring in a foreign 
language, or on K-12 students or adult students (Awad 2017; Tsang, 2012; Gibson et 
al., 2007; Wesely, 2010). However, this dissertation focuses on these beginner-level 
students who are the majority of higher education students enrolled in foreign 
language courses (Looney et al., 2018). This research fills the gap and explores what 
could be done during the semesters when universities have the most students enrolled 
and who have not yet made the decision to continue or not. Therefore, my main 
research question was:  
Research Question: Why do students change their intended language study 
trajectory after completing introductory courses? 
Definitions of Key Terms 
Beginner-level Courses/Introductory-level Courses 
Higher education foreign language courses that are the first or second 








Career refers to the future career the students project they may have after 
graduation. 
Confidence 
This refers to the confidence students have in their ability to learn a language 
or whether they see themselves as someone capable of learning a foreign language. 
Continue 
Continue/continuing in this context refers to being enrolled as a student in a 
foreign language course for which the student will receive credit. 
Course structure 
Course structure may refer to a number of factors pertaining to how a course is 
designed for the students. This may be the amount of homework assigned, the type of 
assignments or the frequency of due dates. 
Desire to Apply Course Topic or Language Application 
This is the desire to apply their foreign language ability to a specific act, 
conversation or job. In the literature review I discuss the motivating aspect of wanting 
to apply various course topics to real-life situations. 
Identity 
This refers to how the students see themselves as language learners or their 
identity with their nationality. For example, as monolingual or multilingual 








The key construct in my study was motivation.  Dörnyei (2001) states that 
researchers often disagree on the definition of motivation or if it even can be defined 
at all.  He does, however, list aspects that most researchers do agree on.  For the 
purpose of this study, motivation is defined in those terms; namely, the choice of a 
particular action, in this case to learn a second language, the persistence with it, and 
the effort expended on it (Dörnyei, 2001). 
Non-continuing/Discontinue/Not Continue 
A non-continuing student or to discontinue/not continue in this context refers 
to a student no longer being enrolled in a foreign language course for which the 
student will receive credit.  
Progress 
This refers to the students  sense of ha ing made meaningf l progress in a 
course and having achieved some amount of success in learning the language. 
Support 
Support is the encouragement, approval or assistance from family, friends, peers or 
instructors. 
Time 
This is a specific aspect of course structure that refers to the time commitment 
a course takes or the time a student is able to or not able to dedicate to a course.            
Chapter Summary 
 I began this chapter with a discussion of the problem that led to this 







trend of students taking introductory courses and then discontinuing. I provided a brief 
description of what is lacking in the existing research and described what this 
dissertation offers to fill that gap in the literature. I then provided the research question 
and definition of key terms. 
Organization of Study 
            This dissertation is organized into five chapters.  Chapter one includes a 
summary of the problems that inspire and influence this study. This includes the 
introduction, the statement of the problem, the purpose of the study, the research 
question, the definition of terms, a summary of the chapter, and the organization of the 
study. 
    Chapter two is the literature review. This includes a background of the theoretical 
framework and studies that apply the theoretical framework. This chapter also 
includes a literature review on studies that are relevant to this study, specifically, 
research that pertains to prominent themes pertaining to this study. Moreover, it 
provides an overview of what research has yet to be done and what gap in the research 
this study is trying to fill. I additionally discuss the importance of this study and 
summarize the chapter. 
            Chapter three describes the process I used to collect, analyze, and interpret the 
data. I provide a description of the rationale for the methods used. Specifically, I 
describe why a qualitative case study was the most beneficial approach to obtain the 
required data and results. A description of my history as a language student and 







and how it may have influenced the study. I describe the details of the setting for the 
study and the recruitment process. I provide brief descriptions of the participants, 
which groups they fall into, and what their language is. I then provide descriptions of 
how the data was collected, analyzed, which methods were used to increase reliability, 
and how the data was coded. 
Chapter four is a discussion of the findings of this study. I first discuss 
emergent themes from the group of non-continuing students that included a desire to 
continue with a different format, issues with course structure, issues with time 
commitment, and a lack of progress. I then discuss the emergent themes from the 
continuing students, namely identity as a Language Learner and idolizing speaker, 
their future career, language application, support, and progress. 
Chapter five includes the discussion and concluding remarks based on the 
findings presented in chapter four. I provide recommendations to instructors and 
administrators to address each of the prominent themes, including course structure, 
time, confidence/identity, progress, self/relatedness, and career. I additionally discuss 









REVIEW OF LITERATURE 
 
This chapter provides a review and discussion of research conducted in 
relevant areas pertaining to this dissertation. I begin this chapter with a section 
reviewing research conducted that uses Self-Determination Theory (SDT), which is 
the theoretical framework for this study. In order to gain insight into st dents  choices, 
a background in motivation theories is beneficial to provide insight into what 
psychological supports are influential in this decision-making process. Therefore, I 
review various motivation theories.  
I then divide the sections by research on students who continue on to advanced 
levels, including specific sections based on the results of this dissertation, such as 
support, autonomy, progress, confidence in ability to learn, career, and desire to apply 
the subject.  This literature pertains to a variety of foreign languages with a focus on 
those in higher education. This is followed by an outline of research on students who 
discontinue language studies, including the limitations in the applicable research on 
student attrition, or non-continuing students, in a foreign language. I provide an 
outline of literature on attrition in foreign language studies and what influences these 
students to discontinue. The research on attrition is limited in higher education and 
tends to focus on K-12 students. Because of this, I will address those differences and 
link the similarities of st dents  e periences in K-12 to higher education. I then 




literature and how this study helps fill that gap. Finally, I describe the theoretical 
framework for this study, which is Self-Determination Theory. The purpose of this is 
to describe the theory and how it pertains to this study. In addition to SDT, I will 
describe aspects of Band ra s (1994) Self-Efficacy Theory (SET) that are utilized in 
this study.  
Research Using SDT 
Research conducted that applies SDT to language learning is divided into a 
number of categories. One such category has emerged as studies that summarize the 
three aspects of the theory; namely, autonomy, competence, and relatedness. The goal 
of such research is to provide insight for instructors or others to interpret and apply the 
theory as they see fit or to provide examples (Jones et al., 2009). Another prominent 
category of research is studies that look into how SDT can be applied to pedagogical 
methods ith the specific goal of increasing st dents  intrinsic motivation. This 
research focuses on providing examples to instructors on how to increase student 
autonomy, which tends to increase intrinsic motivation (Davis et al., 2018; Noels, 
2003).      
Research on increasing student autonomy has produced recommendations such 
as decreasing unnecessary classroom restraints and increasing opportunities for 
students to make choices (Jones et al., 2009). An example of an activity recommended 
by Jones to increase student autonomy while practicing the past tense includes having 
students create Play-Doh objects of something meaningful in their past, write in the 
past tense why that object was meaningful, discuss it with their partner, and then tell 




students were in control of some aspect. The instructor gave them high levels of 
autonomy in a number of stages in the activity, from which object they made to how 
much information they shared.  
The example above provides a specific activity for the reader to borrow. Such 
examples are provided with the overarching goal of applying those activities to 
increase student autonomy. Although there are other psychological needs in SDT, such 
as competence and relatedness, research on SDT pertaining to foreign languages 
shows an overall focus on increasing student autonomy with the goal of then 
increasing intrinsic motivation.  
Moreover, research focusing on autonomy has shown that student autonomy is 
directly related to the actions and behavior of the instructor (Noels, 2003). 
Specifically, that students who perceived the teacher as controlling  had decreased 
self-perceptions of autonomy, and those who perceived their teacher as informative  
had higher self-perceptions of competence (Noels, 2003). Both autonomy and 
competence are important factors in motivation, thus, informative and non-controlling 
instructors have an increased chance of motivating students. 
SDT has shed light on a wide range of motivational topics in education. 
Additionally, there are some other models that incorporate additional important factors 
that influence motivation. Now, I will discuss the Socio-Educational Model. 
Socio-Educational Model 
Gardner (2010) developed a conceptual model to determine which variables 
are associated with language learning, called the Socio-Educational Model. This 




by prior achievement and motivation.  It goes on to establish specific components that 
contribute to foreign language learning, such as intelligence, language aptitude, 
situational anxiety, and motivation. These components may lead to formal language 
training, informal language training or both. The ones that lead to both contribute to a 
higher outcome for language learners. Gardner (2010) created this model after seeing 
how some students of French felt they had the ability to communicate successfully in 
French, whereas others with the exact same course history did not think they had the 
ability to successfully use French.  He, therefore, concluded that variations in course 
instruction, pedagogy methods, and the instructor could not be the only determinants 
for student success.  Although Gardner did not apply an SDT frame, his findings 
connect to the competence factor of SDT.  Some students did not think they could use 
French successfully, and since being successful and making progress fulfills the 
competence need, this motivational need was not met.  
Following his observation of French students and their confidence in their 
ability, Gardner (2010) hypothesized that this variation as d e to the st dents  
identification with the language either as simply another academic course or as a 
means of communicating with different people.  Therefore, the st dents  attit de 
toward the target culture likely affects how well they can incorporate the behavior 
patterns of that culture (Gardner, 2010).  The students with this internal motivation to 
incorporate aspects of the target culture seem to receive reinforcement for class 
participation, whereas the student without this integrated motivation may experience 
the language learning process as punishment (Gardner 1974 as cited in Gardner 2010). 






Ga d e  S c -Educational Model (Gardner, 1979, as cited in Gardner, 2010) 
 
This figure shows the Socio-Educational Model and how aspects in social 
milieu lead to a set of individual differences, which in turn influence how a person 
may study or learn a language. These ways of learning the language, or acquisition 
contexts then have the outcome of linguistic progress, meaning skill or knowledge 
developed in the language, or non-linguistic progress, meaning any affective reaction 
to either language acquisition context (Gardner, 2010). 
Gardner s ork infl enced the e ploration of moti ation in st dents ho 
continue their foreign language studies.  I will now discuss this and other research 
relating to motivation and continuing students. 
Continuing Students 
This section will focus on research pertaining to one of the participant groups, 




focusing on non-continuing students. When reviewing studies conducted on the 
motivation of foreign language students, ho  a thors se the term moti ation  aries 
greatly.  As previously noted, Dörnyei (2001) stated that the definition of motivation 
and how researchers use this term is contentious. Researchers often disagree on its 
definition or if it even can be defined at all.  He does, however, list aspects on which 
most researchers do agree.  For the purpose of this study, motivation will be defined in 
those terms; namely, the choice of a particular action, in this case to learn a second 
language, the persistence with it, and the effort expended on it.  There will also be a 
primary emphasis on studies that have focused on the aspect of continuing in language 
learning. 
This section is organized by subheadings that detail research on specific 
aspects that the literature review found to contribute to students being motivated to 
continue foreign language studies. These sections are: support, autonomy, progress, 
confidence in ability to learn the language, career, and the desire to apply the subject 
to real-life situations. I will now review research on support and its relation to 
motivation. 
Support 
Given that support is a factor in SDT, and that it was also found to be an 
important motivational factor in this dissertation, I will provide a review of studies on 
the role of support in motivation. Previous studies (Awad, 2017; Tsang, 2012), have 
shown that motivation of intermediate to advanced foreign language students is due to 
a range of motivational factors, such as s pport, the instr ctor s role, c rric l m 




Awad (2017) studied motivation and persistence among advanced foreign 
language students. In this study, motivation was defined as the arousal of certain 
behaviors directed toward the accomplishment of certain tasks and persistence in 
exerting efforts that target task achievement. Participants in this qualitative study were 
16 undergraduate and graduate students in each advanced level of Arabic, Chinese, 
French, and Spanish. All of the participants were in courses beyond the level required 
by their program and had also studied their respective language in high school. 
Findings showed a range of motivational factors, such as engagement in the learning 
process, ario s t pes of s pport, instr ctor s role, and c rric l m content. St dents  
goals and early exposure to the language were also shown to have an influence on 
their decision to continue language studies. All participants cited some form of support 
as motivating them to continue their language studies. Much of this support came from 
family, for example, parents who supported their child studying abroad, traveling in 
the target country or going to restaurants with owners who spoke the target language. 
This support may also come from other students, such as tutors or conversation 
groups. Support as a key factor in motivation connects back to the category of 
relatedness in SDT.  Students feel like they are being cared for by others and 
supported in their pursuits, which is a vital factor of relatedness (Ryan et al., 2017). 
This study also found the instructor role to be a strong contributing factor to 
st dents  moti ation, with instructors also being cited as a key support system. There 
was a range of positive and negative experiences with instructors. However, those 
with positive experiences cited their instructors as being patient, dynamic, consistent, 




curriculum and classroom dynamics as contributing to their motivation. This may 
include types of classroom activities, how the instructor facilitates activities, if they 
had opportunities to practice the language in class, and how engaging the activities 
were. 
Tsang s (2012) research on student motivation/demotivation in Japanese 
language classrooms focused not on st dents  persistence to continue after completing 
the requirement, but rather on their motivation/demotivation and how it affected their 
learning behaviors and their motivation level in the class. Results provided new insight 
into student motivation, such as how participants cited their instructor as a key 
motivating factor. However, students indicated that how enthusiastic instructors were 
and how informative their feedback was to be leading motivators. Participants also 
reported a sense of progress to be a key motivator, which will be discussed more in the 
Progress  section. Although the main focus of this study is not to research continued 
or sustained motivation, this is a valuable finding because it highlights the importance 
of instructor feedback, positive reinforcement, encouragement, and other ways 
instructors can help students to see their progress. 
These findings show how the instructor is a strong contributing factor to 
st dents  moti ation in a variety of ways. Instructors are so influential that their 
beha ior and teaching approaches can be adj sted to act all  increase st dents  
intrinsic motivation, which has a longer-lasting effect than extrinsic motivation (Ryan 





Autonomy support from instructors is so influential that it may not only have 
immediate positive effects in the classroom but also have long-term effects on student 
well-being even after graduation, regardless of their academic or professional pursuits 
(Litalien, et al., 2012). Notably, students seem to be aware of the effect that autonomy 
has on their motivation, reporting that how class activities are facilitated, how 
engaging they are, and how much language practice the students had contributed to 
their motivation (Awad, 2017). 
It is not only autonomy that students cite as having an effect on their 
motivation.  Students recognize enthusiasm in instructors to be a leading motivator, 
along with giving informative feedback (Tsang, 2012).  Feedback is another deciding 
component beca se of the instr ctor s abilit  to either highlight a st dent s errors or to 
highlight their progress, consequently, affecting their sense of competence.  As 
previously mentioned, feeling competent in a subject is critical to fulfilling the 
psychological needs required for motivation (Ryan et al., 2017). Therefore, instructors 
can infl ence st dents  sense of competence b  highlighting their progress. 
Progress 
Students report that an additional key factor in sustaining motivation to learn a 
foreign language is a sense of progress and improvement (Tsang, 2012; Allen, 2010).  
This again is logical because one of the psychological needs of SDT is competence 
(Ryan et al., 2017).  In Tsang s study, students were encouraged when they felt they 
were progressing, whereas a lack of encouragement discouraged them from continuing 




based on the fact that they have already spent time and effort in the language and want 
to keep building on the progress they have made (Allen, 2010).  
It is important to note that students not only want to feel that they are simply 
making progress, but additionally, are making progress through challenging material 
(Tsang, 2012).  This shows that instructors should not give students unsubstantial, 
meaningless tasks with easily achievable goals for the sole intention of giving students 
a sense of accomplishment, but rather should challenge them with more difficult yet 
attainable goals, such that, when they achieve those goals, they feel that they are 
making real, substantial progress. 
Students who are successful and make meaningful progress in a language are 
more likely to be motivated to continue (Ryan et al., 2017). These connections leave 
the question of what instructors can do during these language courses to have a 
positive impact on student confidence levels, which influences ability, success, and 
thus continuation of foreign language study. Luckily, this research shows the depth of 
influence instructors have and ho  m ch the  affect a range of st dents  
psychological needs.  They are able to create an autonomous learning environment, 
which increases internal motivation and has long-term effects on well-being. They can 
give feedback that emphasizes the progress and competence of students and they are 
also able to support students. Thus, they have the ability to contribute to all three 
psychological needs for motivation according to SDT, namely, autonomy, 
competence, and relatedness. Next, I will discuss student confidence. 




When students are more confident in their abilities to learn a foreign language, 
they are more successful in their language learning process than students with low 
confidence, as Tunçel (2015) found to be the case with students learning Turkish. 
Moreover, Park, et al., (2004) found a positive correlation between self-perceived 
confidence and actual speaking ability in Korean students learning English. This 
correlational study measured aspects of anxiety and confidence in language 
acquisition ability and found that confident students are more likely to be more 
successful speakers than students with low confidence. Thus, these findings suggest 
that enhancing student confidence may also enhance language acquisition and 
proficiency. I will now review career as a motivational factor. 
Career 
A future career that implements a foreign language can be a motivating factor 
for students to persist in their language studies. Allen (2010) found that high school 
students cited career as a motivating factor to continue with their French studies at the 
college level. They cited the benefits such a degree might have on their careers after 
graduating college, for example, the addition of a French minor to an International 
Studies major. This shows that at least some high school students are already planning 
their future careers and the role foreign language may play. Moreover, Allen found 
that college st dents also cited the lang age s application to a career as a reason for 
studying it in college. These future plans to include a certain subject may be able to be 
influenced. 
Certain teaching methods have been shown to increase interest in having a 




technologies in STEM high school courses increased student interest in having a 
career in a STEM field increased by 9% over the course of the program. Shin et al., 
(2017) found a similar motivation trend in STEM areas. Specifically, they found that 
students who are motivated to have a career in STEM are motivated to want to learn 
science, earn good grades, and have higher self-determination and self-efficacy.  
Although these studies refer to STEM fields, they show how students are 
sometimes more motivated to learn a subject if it applies to their future careers. 
Moreover, they suggest that if students have good experiences in that subject make 
meaningful progress, that may also motivate them to persist in that field further and 
choose that field as their career path. This means either one could potentially come 
first; either students are first interested in a career field and so are motivated in those 
subjects or students make meaningful progress in a course and then choose their career 
based on that experience. This motivation to apply the language does not only pertain 
to a future career but may also appear in the form of wanting to apply the language to 
other real-world events (Allen, 2010). 
Desire to Apply Course Topic 
Allen (2010) found that students had a range of applications and use for a 
language that motivated them to learn it, such as being able to read literature in its 
original language or simply a desire to become fluent because of an interest in the 
target culture. This means students may be motivated to learn a foreign language to be 
able to apply their language abilities to a personal hobby or interest. In such cases, the 





Moreover, Allen (2010) found that many students wanted to apply their 
language abilities to real-life situations in the target culture. This was a means to 
practice and enhance their language abilities and help push themselves closer to 
fluency. They saw study abroad as an extremely beneficial step toward fluency 
because they could be immersed in the language and fully engaged in the culture. 
Whether it was for utilization in a future career, personal hobby or a situation abroad, 
students were generally motivated to study their foreign language for a specific 
purpose and application.  
The factors discussed above pertained to continuing students and what 
motivated them. The following section reviews student attrition in foreign language 
studies and why students may decide not to continue. 
Non-continuing Students- Attrition in Foreign Language Studies 
Research on attrition in foreign language studies shares similarities with 
research on continuing foreign language studies in that motivation seems to be at the 
core of this decision-making. Research in this area is very limited, likely because 
reasons not to study a subject greatly vary (Curnow et al., 2007; Matsumoto, 2009; 
Ramage, 1990). Research focusing on discontinuing foreign language courses at the 
higher education level, including more recent research, is sparse (Matsumoto, 2009) 
However, research in other levels or areas of student attrition in a foreign language has 
found interesting results.  
High school-level foreign language students who continue after their second 
year are more likely to have intrinsic motivation, such as wanting to learn the language 




and in increasing their knowledge and abilities to read, write, and speak the language 
(Ramage, 1990). Students who see a benefit to their future careers are also more likely 
to continue. Moreover, according to Ramage, continuing students felt positive about 
their language class and considered it to be both fun and challenging. Curnow et al. 
(2007), on the other hand, researched continuing and discontinuing secondary-level 
st dents in A stralia and fo nd that contin ing st dents  main reason as more 
extrinsic, namely, their academic achievement in the subject. Continuing students also 
cited personal interest in the language as a reason for continuing; however, it was 
either secondary or in addition to their academic achievement. 
At least two researcher teams have hypothesized that non-continuing students 
tend to cite extrinsic factors as reasons for taking languages and have less of a 
personal, intrinsic interest in being able to speak the language (Curnow et al., 2007; 
Ramage, 2009). Their main motivations are extrinsic, namely, to fulfill college 
requirements (Ramage, 2009). Once they achieve that, there are no deciding factors 
motivating them to continue. They tend to prioritize fulfilling college requirements 
more than continuing students, and intrinsic motivations, such as learning the language 
for the sake of knowledge, are much less present than they are in continuing students 
(Ramage, 2009). It is important to note that the non-continuing participants of the 
aforementioned studies did not plan on continuing when they first started. Therefore, it 
is logical that they would be motivated by extrinsic factors such as fulfilling college 
requirements. 
It is additionally noteworthy that these studies focus on students at the 




subjects they study. There is very little research on student attrition at the higher 
education level and the studies conducted in this area have primarily been at 
Australian universities (Matsumoto, 2009). Although these universities are in a 
different country than the U.S., with different school systems, and therefore have 
different contributing factors that are possibly inapplicable to the American system, 
such studies can provide important information on phenomena to consider in the 
American higher education system. 
Matsumoto (2009) researched university-level students in Australia to see if 
having a close cultural tie to the language influenced students to continue Japanese 
studies. He found that East-Asian students discontinued Japanese courses more than 
Western students. Therefore, having a closer tie to the language and culture does not 
necessarily mean students will be more motivated. Research on higher education 
st dents  moti ation to contin e or discontinue still remains very slim. This factor of 
cultural ties is crucial because students have much more freedom to choose their area 
of study in higher education, such as which courses they will enroll in for general 
education requirements or what their major or minor will be. 
A few factors have been found to contribute to student attrition in foreign 
languages at the higher education level in Australia. Namely, starting the language 
after it is too late to complete a program in that language, having mixed levels of 
proficiency at the beginner level (which could lead to feelings of being disadvantaged 
by the true beginner student), and a categor  of st dents called do bters,  namel , 
those who are unsure about the benefits of learning the language and so are at greater 




What the research has yet to consider is the change in motivation that leads to 
continuing foreign language studies.  If a student never planned on continuing, it is 
logical when they do not. It is likewise logical that a student who planned on 
continuing does so. These studies do not take into consideration what might 
discourage a student from continuing who initially wanted to or what influenced a 
student to continue when they planned on stopping.  
The language level of the participants in these studies is advanced, and so are 
not the majority of those enrolled in foreign language courses (Looney et al., 2018). 
The research conducted has given great insight into the motivation of intermediate or 
advanced students, such as college seniors majoring in a foreign language (Awad 
2017; Tsang, 2012; Allen, 2010).  However, if the majority of university students 
studying a foreign language are within the first two semesters and then do not 
continue, this research does not show what should be emphasized in the semesters 
when universities have the most students enrolled and who have not yet made the 
decision to continue.  There has yet to be research conducted on the change students 
experience when they go against their initial intentions.  
Furthermore, the research that has been conducted was with students far 
beyond the time period when they initially made the decision to continue.  If 
participants are in advanced studies, it has been semesters or even years since they 
made their decision to persist.  This is a crucial factor to consider, as motivational 
research in foreign languages has shown that timing is one of the most important 
factors when gaining information on motivational factors (Dörnyei, 2001).  This 




issue or recent choice than if the decision was made years in the past and is no longer 
directly relevant. 
In order to gain a more acc rate nderstanding of st dents  decision to 
continue or discontinue foreign language studies, it would be beneficial to focus on 
students who decided not to continue when they initially planned to continue and also 
to focus on students in their first voluntary language course - when they have both just 
made their decision to continue or not.  Research questions must examine variations in 
experiences the participants may have had throughout the course or semesters, thus 
addressing the ebb and flow of motivation levels, as Dörnyei (2001) states, including 
those present even within a single course. 
This dissertation addresses these gaps in the research conducted thus far, with 
the participants all being students who changed their planned trajectory after taking 
introductory courses. This focus on the change of study addresses what may have 
happened in those beginner courses to influence them to either continue or 
discontinue. If students did not plan to continue or discontinue and their introductory 
courses influenced them to change these plans, that would be more promising in 
suggesting what can be done in those courses to influence them.  
Theoretical Framework 
Self-Determination Theory (SDT) is a theory of human behavior and 
personality development that examines biological, social, and cultural conditions that 
facilitate or hinder human capacities (Ryan et al., 2017).  SDT is both a practical and 
critical theory.  It is practical in that it examines how features of context affect 




supports or hinders human thriving (Ryan et al., 2017) There are three basic 
psychological needs that are a vital component in SDT, namely, autonomy, 
competence, and relatedness. Meeting these needs is required for psychological 
growth, integrity, and wellness.  SDT and the three psychological needs within the 
model can be applied to any area; however, for the purpose of this study, I will focus 
on SDT s application to education. 
According to Ryan et al. (2017), autonomy, the first of the three psychological 
factors discussed in SDT, is the need and ability to self-reg late one s e perience and 
actions (Ryan et al., 2017).  If students, for example, are autonomous, their actions are 
in-line with their authentic interests and values.  Instructors who support student 
autonomy by creating an environment that lets students use their inner motives to 
g ide their learning can act all  increase st dents  intrinsic moti ation (Ryan et al., 
2017).  Teachers who are not autonomy-supportive give extrinsic incentives and 
pressuring language in order to shape what students do, therefore, b passing st dents  
inner motives (Reeve et al., 2004).  Such action decreases intrinsic motivation, which 
is crucial because intrinsic motivation has a longer-lasting effect than extrinsic 
motivation (Ryan et al., 2017).  It is therefore advisable for teachers to nurture 
st dents  interests and inner-motives and not segue into a reward system of learning. 
Competence, the second requirement within SDT, refers to the basic need to 
feel competence and mastery (Ryan et al., 2017).  In an educational setting, this would 
mean that students need to feel like they are making progress or that they are good at 
an activity or in a subject.  Competence diminishes when a task is too difficult or 




2017).  Therefore, it is advised that instructors make clear what students are doing 
correctly so they fully understand their progress.  A focus on errors or on areas where 
they do not show mastery may diminish their sense of competence and this basic 
psychological need may not be met. 
Relatedness is the third required need in SDT and refers to feelings of 
belonging and connection to others (Ryan et al., 2017).  Students may fulfill this need 
by feeling that they are an important contributor and that their input is a vital part of 
the gro p or class s overall progress. 
Satisfying all three of these psychological needs is essential for optimal 
motivation, whereas frustration with these needs is linked to lower motivation in 
addition to possible negative behaviors, such as aggression or greed to make up for the 
lack of this fulfillment (Ryan et al., 2017; Deci et al., 2008).  Since meeting these three 
psychological needs is so dependent on experience, SDT is very applicable when 
researching student experiences and changes or developments in their motivation 
regarding foreign language learning. 
Although SDT is m  primar  theor , I ill also consider aspects of Band ra s 
Self-Efficacy Theory (SET). According to Bandura (1994), SET is defined as people s 
beliefs about their capabilities to perform at levels that influence aspects that affect 
their lives.  He notes that self-efficacy beliefs determine how people feel, think, 
motivate themselves, and behave. These beliefs occur through cognitive, motivational, 
affective, and selection processes. One way Bandura (1994) posits that one can 
develop self-efficacy is by seeing peers achieve success, which serves as an example 




themselves succeed, they make the connection that they too may be better able to 
accomplish similar challenging tasks.  
However, peer influence may also have a negative effect if one sees peers fail. 
The extent of the influence, whether positive or negative, is influenced by the 
perceived similarity between the students and the example students. The more 
similarity the students see between themselves and the example, the more likely they 
are to assume their outcome will be the same. SET may provide a clearer 
understanding of why students may continue or not continue, based on what they see 
in their peers. SET has not been specifically included in literature on why students 
continue or not continue; however, similar aspects such as support from peers, family, 
and instr ctors ha e emerged as contrib ting factors to st dents  contin ing. This 
theory relates in some ways to SDT, wherein students need to feel like they are a part 
of a group and play a vital role (Ryan et al., 2017).  Although there are differences in 
these concepts, they share the importance of social dynamics. 
Summary 
This chapter provided a review and discussion of research conducted that uses 
SDT as a theoretical framework. I discussed research conducted on students who 
continue on to advanced levels, including specific sections based on the results of this 
dissertation, such as support, autonomy, progress, confidence in ability to learn, 
career, and desire to apply the subject.  Additionally, I discussed research on students 
who discontinue language studies, including the limitations in the applicable research 
on student attrition, or discontinuing students, in a foreign language. I then provided a 




literature and how this study helps fill that gap. I concluded the chapter with a 
discussion of the theoretical frameworks utilized in this study, namely, SDT and 
aspects of Band ra s (1994) SET. Next, I will discuss the research methods I utilized 
















































                                    
In this research, I used qualitative case study methodology because it is useful 
when the research goal is to examine how people and groups construct meaning 
(Patton, 2015).  The research goal of this dissertation relates to st dents  meaning and 
experience leading to deciding to continue or discontinue studying a foreign language.  
In order to understand what motivated students to do this, and because the question 
foc ses on h , research needed to be cond cted sing a q alitati e method that 
gathers data on st dents  e periences, the meaning the  associate ith those 
experiences, and their own description of those experiences (Yin, 2018). The specific 
qualitative approach I used is an embedded single-case study.  My overarching 
research q estion as Wh  do some students change their intended language study 
trajector  after completing introd ctor  co rses?  
Yin (2009) states that a case study is an empirical inquiry that investigates a 
contemporary phenomenon in-depth and in its real-life context.  Patton (2015) defines 
case study design using a phenomenological perspective as distinct from a 
phenomenological study, but rather as looking at a shared experience or phenomenon, 
which is what I used. A case-study was the most appropriate and beneficial method to 
answer my research question.  Case studies offer a means of investigating complex 
social units consisting of multiple variables to understand this real-life phenomenon 




In this case, the context was a beginner (first or second semester) foreign 
language course.  The units of analysis were the students who changed their academic 
plans and decided to continue or discontinue these foreign language courses.  The case 
is the act of the students changing their initial plans. An embedded single-case study 
was appropriate because there are multiple units of analysis within one context (Yin, 
2009).  Please see Appendix A for a design chart. 
           Interviews are necessary when the researcher cannot observe the behavior, 
feelings or how the participants interpret the world around them (Merriam, 1998).  In 
order to collect data, I conducted interviews to gain an nderstanding of the st dents  
experiences, feelings, and interpretations of what changed their minds and motivated 
them to continue or discontinue foreign language studies.  
This case study allowed me to research this phenomenon in depth.  I was able 
to disc ss the participants  e perience at length to gain a deep nderstanding of hat 
pushed them in their first few semesters.  A case study provided an opportunity to ask 
additional questions and clarify.   
Researcher Positionality 
Qualitative research is interpretive in nature and requires that the researcher is 
involved in a sustained and intensive experience with participants (Creswell & et al., 
2018). Therefore, the background of the researcher can assist the reader in determining 
how to interpret or apply this study.  For this reason, it is important to know that I am 
an American who has learned German through elementary, secondary, and post-
secondary education, as well as time abroad.  I myself struggled considerably with 




school that I realized I too could be multilingual, which I found very empowering.  
Following this experience, I not only continued with German studies but also enrolled 
in French classes in high school, Japanese during my undergraduate studies, and 
Spanish and French during graduate school.  I, therefore, am a student who continued 
foreign language study past what was required and was once in a similar situation to 
the participants in the continuing group.  
I have now taught German at a research university for over six years.  One of 
the main reasons I love teaching is getting to see how students can start a language 
class with much trepidation but then gain more and more confidence in themselves 
and enthusiasm for the language and culture that they confidently hold conversations 
in the target language and travel independently in the target countries.  Often after 
even just one or two semesters, I hear students state that they did not think they could 
learn a language but have realized they have, they enjoyed it, and want to develop 
their skills further.   
The experiences I had as a language learner myself, along with working with 
undergraduate students and encouraging them to be successful language learners are 
what made me want to choose this research area. I would like to get at the heart of the 
experiences that led students to or away from the realization they could and will learn 
a language in higher education. Doing so will increase the ability of instructors and/or 
policymakers to make decisions that nurture such motivating experiences. 
My role as an instructor influenced why I chose this topic to study but also 
influenced how I interpreted the data and since the participants know I teach a 




potential issues I took multiple steps, such as collecting multiple forms of data to 
cross-check the findings, such as between data from the initial survey, the three words 
provided at the beginning of the interview, and the discussion during the interview.  I 
was able to cross-check what words students provided as motivational factors at the 
beginning of the interview and what they discussed during the interview.  The 
emerging themes across participants were interpreted by the researcher and provided 
to the participants to ensure reliability. Limitations, biases, and methods implemented 
to reduce these will be discussed in further detail later. 
Research Setting 
Participants for this study were selected from a four-year research institution in 
the Northeast United States. This institution offers a wide range of language programs. 
At the time this study was conducted, there were no language requirements for 
undergraduates except for those with a business major who needed two semesters of 
any language. For those with other majors, a language course would fulfill general 
education requirements, as would a variety of courses unrelated to foreign languages.  
Participants 
This sampling included two groups of nine students, four non-continuing 
students and five continuing students, who volunteered to participate and who fit into 
the qualifying group of students.  According to Patton (2015), a small homogeneous 
sample is most appropriate when in-depth information is needed about a particular 
group or subgroup.  In order to gain enough information from the students on their 
experiences, a group of students with similar qualifications must participate.  




Qualification into the first group required that the students were currently in their first 
or second language course and were registering for the following course next semester 
and that they initially intended not to continue and to only complete their major or 
general education course requirement of one or two semesters of a foreign language, 
respectively. Qualification into the second group required that the students were 
currently in their first or second language course, were not registering for the 
following course next semester, and that they initially intended to continue on to 
further courses after completing their major or general education course requirement 
of one or two semesters of a foreign language. 
The participants for this study had a range of majors, with three of the 
continuing students as business majors, Tucker, Tony, and Bill, and one non-
continuing student, Kara (Please note that throughout the remainder of this 
dissertation, pseudonyms will be used). Since this study focused on the plans of all 
participants for the following semester, which was not a requirement for business 
majors, all participants discussed whether or not they would take additional, non-
required courses. The only difference being that some had been required to start a 
language in the first place, whereas it was voluntary for the others. 
Continuing Participants 
This group consists of students who started with the intention of dropping after 
one or two semesters. During their time in their course(s) they changed their mind and 
















This group consists of students who initially intended on continuing past the 
beginner one or two-semester courses. During their time in their course(s) they 
changed their mind and decided not to continue. 
Table 2 













Motivational research in foreign languages has shown that when data is 
collected is a crucial factor when gaining information on motivational factors 
(Dörnyei, 2001).  The participants are able to give more details when describing their 
decision if it is a current issue or recent choice, as opposed to if the decision was made 
years in the past and is no longer directly relevant. Therefore, the data would be most 
reliable if they are collected close to the time the participants made their decision to 
continue or discontinue. Thus, data collection was collected during the enrollment 
period for the follo ing semester. Data collection took place in the participants  first 
or second semester of foreign language study and inquired about their plans for the 
following semester. Participants were allowed to be studying any foreign language, 
and no preference was given to those studying particular languages.  
Participants ere recr ited thro gh the instit tion s lang age department.  
Specifically, I contacted instructors of first and second-level courses via email and 
requested to visit their courses. I then attended, asked the instructor to leave the room, 
and personally introduced myself to students, described the study, and handed out 
consent forms for them to read and fill out if interested. Those who were interested 
filled out the consent form, chose a pseudonym, and provided me with their contact 
information, which I planned on using to set up in-person interviews; however, we 
soon switched to a virtual format. 
These in-person class visits were conducted in mid-March of 2020 during the 
weeks before spring break. Approximately half of the participants were recruited in-




break the campus closed due to the COVID-19 pandemic and all courses were online. 
I, therefore, contacted those participants and set up the interview to be conducted 
virtually, using the format of their preference.  
In order to increase the number of participants, I continued my recruitment 
measures by sending a description of the study to instructors to disseminate to their 
students. Additional students interested in participating then emailed me, we planned a 
time to meet virtually, and I provided them with the consent form. In this consent form 
they were able to write down their pseudonym for how they wanted to be referred to in 
the study. 
Data Collection 
Multiple sources of data were used because no single source of information 
can provide a comprehensive perspective and multiple data sources can be used to 
validate and cross-check findings (Patton, 1990). I used a total of four data collection 
sources (The participant interest form, the three words at the beginning of the 
interview, the semi-structured interviews, and a researcher journal used for memos). 
The first source was a brief participant interest form I disseminated while visiting 
classes. This consisted of questions that ensured their eligibility, specifically if they 
did in fact change their mind and study a language longer than intended or not as long 
as intended, when this decision was made, and what language they are studying. 
(Please see Appendix F for the participation interest form).  
The second data source was planned as a written answer at the start of the 
interview; however, due to the change to a virtual format this question was spoken 




beginning of the inter ie ; Please pro ide 3 ords to describe hat infl enced o r 
decision to continue/not continue ith lang ages.  The purpose of this prompt was to 
give a clear talking point at the beginning of the interview in which we discussed what 
they came up with, to allow the participants time to gather their thoughts before 
starting the interview, and to use these words to create a visual of these data in the 
final report. 
The third and primary data source was collected using semi-structured 
inter ie s aimed at capt ring the participants  description of their e perience and their 
interpretation of that experience. In these interviews, the same set of questions was 
asked to each participant, with individualized follow-up questions aimed at capturing 
the participants  description and interpretation of their e periences. These inter ie s 
took place within weeks of the enrollment period when they decided to continue or 
discontinue on to a second or third semester. Conducting interviews near the time they 
made their decision is a crucial factor to consider, as motivational research in foreign 
languages has shown that timing is one of the most important factors when gaining 
information on motivational factors (Dörnyei, 2001). Specifically, if data is collected 
soon after the time the decision or action took place, the more accurate it will be.  
            Interviews were planned to be conducted in-person and on the campus where 
the participants  lang age co rses take place; however, due to the COVID-19 
pandemic they had to be moved to virtual. They were planned for up to 30-45 minutes 
and most were within that time frame. These interviews were audio-recorded and 
transcribed during the interview using the program Otter. The fourth data collection 




Participants then received a summary of the codes and themes from their interview 
and had the option of confirming or retracting any section. Participants had the option 
to choose a pseudonym in order to keep their information confidential. The name 
assignments, along with the transcripts and audio recordings are stored on a password-
protected computer in a secure folder. Lastly, the fourth data source is a researcher 
journal I kept using memos to describe impressions from the interview and anything 
noteworthy from the interview or participant. These four data sources, the participant 
interest form, the three words at the beginning of the interview, the semi-structured 
interviews, and a researcher journal used for memos, gave a comprehensive view of 
the case and provided a means of cross-checking findings. Next, I will discuss the 
analysis of these data. 
Data Analysis 
Data were analyzed following the approach detailed by Creswell (2014): (a) 
Transcribing the data, (b) reading the data and writing general themes, ideas, and 
impressions, (c) coding data (d) describing the major themes or categories of the 
codes, (e) creating a representation of the data, (f) and the final step was interpreting 
the results. After reading and transcribing the data I created a coding frame based on 
the emergent themes from the interviews.  At that time, I reread the transcriptions and 
coded them using Dedoose, a qualitative computer data analysis program.  I then 
organized the codes along with key quotes that exemplified each code.      
The interviews were transcribed immediately during the interviews using the 
program Otter. This program transcribed the interviews as we were speaking and also 




impressions of the participant, focusing on what influenced their decision to change 
their language plans. I then listened to the interviews and read through the Otter 
transcription, correcting any errors or any parts left out of the transcription. 
After reading through the interview transcriptions and listening to the 
recording, I added more information to my memos, including general themes, possible 
ideas for codes, and ideas on what the participant s t rning point as. Miller et al., 
(2012) define motivational interviewing as listening for language regarding change or 
behavior that led to change.  Since this study is based on finding reasons behind 
motivation, special note was taken to discussion that regarded the topic of change, in 
addition to any other emerging patterns or themes.  These themes for non-continuing 
students were the desire to continue with a different format, course structure, including 
time, and progress. The themes for continuing students were confidence as a language 
learner and idolizing speaker, identity, peer and family support, family/family support, 
their instructor, their progress, their future career, and language application. The 
individual participants interpreted their own experience; however, the emerging 
themes across participants were interpreted by the researcher. 
Using these themes, I made a list of potential codes, which developed more as 
I reread each interview. After rereading all of them I could then decide what the 
recurring themes were that could be codes and what themes were more specific to just 
one person or themes I thought were recurring but were in fact only minimally 
mentioned. 
I then added the transcriptions to the coding program Dedoose. This process 




quotes that represented codes or the recurring themes. This process narrowed down 
my coding frame. For example, while selecting quotes I realized that some of the 
themes I chose as codes were not specific to motivation but were more descriptive of 
the participation requirements. One instance of this occurring was a code called 
intentions  hich as a set of q otes of students describing what their plans were. 
Since this was inherent in the recruitment requirements, I deleted this.  
Additionall , more codes ere added, s ch as idoli ing speaker.  This one 
consisted of descriptions of participants  dreams of ha ing someone else s abilities in 
the lang age. Time  as another code that as added d ring this process after 
realizing that many of the non-continuing students felt they were unable to continue 
ith the lang age d e to the time commitment. Under Intentions  a subcategory 
called Desire to contin e ith a different format  as added d ring this time period 
due to the realization that most of the non-continuing students still wanted to learn the 
language and specified that they would like to use a different format, such as home 
programs or a slower-paced course. Despite initially thinking this was only the case 
for a couple of students, I realized this was the case with most non-continuing students 
and I believe this is one of my key findings. Please see Chapter 4 for more details.  
After the coding process was complete, I wrote out descriptions of the results 
and compared them to the theories I used, such as Self-Determination Theory and 
aspects of Band ra s Self-Efficacy Theory, in addition to ones that related to findings 






Ethical Considerations  
As Merriam (1998) details, the researcher is the primary instrument for data 
collection and analysis in qualitative research, therefore researcher bias must be taken 
into consideration. Clarification and a clear description of past experiences and 
researcher positionality are provided in this dissertation, which makes the researcher s 
position clear to the reader.  
In order to overcome the potential challenge of the researcher being the 
primary instrument for data collection, I needed to take certain steps to ensure 
construct validity, such as method triangulation, or cross-checking, and member 
checking. Triangulation of data means comparing and cross-checking the consistency 
of information derived by different means (Patton, 2015). For example, I was able to 
compare data from the initial survey, the three words provided at the beginning of the 
interview, and the discussion during the interview.  One step to ensure validity is to 
collect multiple forms of data to cross-check the findings (Rowley, 2002). I was able 
to cross-check what students provided as motivational factors at the beginning of the 
interview and what they discussed during the interview.   
Member checking is a procedure that involves referring the data back to the 
participants to check the accuracy of the interpretation and results (Fraenkel, et al., 
2012). I provided a summary of emerging themes to the participants, which helped to 
ensure their statements were being applied and interpreted accurately (Creswell, 
2014). This gave them the opportunity to confirm or deny the accuracy of the 






The purpose of this chapter was to describe the process I used to collect, 
analyze, and interpret the data. I provided a description of why my methods were 
required. Specifically, why a qualitative case study was the most beneficial approach 
to gain the required data and results. A description of my history as a language student 
and language instructor provides positionality for the reader to understand my 
background and how it may influence the study. 
I described the details of how I carried out the study. Specifically, the setting 
for the study and from where I recruited the students. I provided descriptions of the 
recruitment process and how the start of the COVID-19 pandemic affected that 
process. There are brief descriptions of the participants, which groups they fall into, 
and what their language is. 
I then provided descriptions of how the data was collected, analyzed, which 
methods were used to increase reliability, and how the data was coded. This includes 
some examples of the shifting coding frame and how I created the codes and major 
themes by transcribing and rereading the interviews.  
Limitations along with steps taken to ensure reliability and assuage these 
limitations are provided at the end of this chapter. This is provided to assure the reader 














The purpose of this study was to explore the experiences of beginner language 
students to gain insight into what occurs during their courses that influences and 
motivates them to continue or discontinue their language courses. The main research 
question was: Why do students change their intended language study trajectory after 
completing introductory courses? 
To do this, I conducted semi-structured interviews with a total of nine 
participants. Five of them belonged to the category of students who initially did not 
intend to continue but after taking one or two semesters decided to continue. The 
remaining four belonged to the category of students who initially wanted to continue 
but after taking one or two semesters decided not to. I then transcribed the data, read 
the data and wrote general themes, coded the data, and created a list of prominent 
themes (Creswell, 2014). I will first discuss emergent themes from the group of non-
continuing students and then themes from the continuing students. 
 There were four prominent themes among non-continuing students. The first 
being that they wanted to continue learning the language in a format other than in a 
college course. The second was their issues with how the course was structured, such 
as homework, assignments. The third theme, which is related to course structure, was 
the issue of how much time the course required. This often led to the fourth theme of a 




 There were five prominent themes in the group of continuing students. The 
first was their new-found confidence as a language learner and realizing they really 
could learn the language. This often was connected to idolizing a speaker of the 
language and after seeing their example, realizing that they could do it too. The second 
theme was wanting to use the language in a future career. This motivation to apply a 
language spanned not only to a career but also other situations in which they wanted to 
apply the language. This desire to apply the language to situations such as specific 
conversations or situations in the target culture was the third theme. The fourth theme, 
support, came in the form of peer, instructor or family support. The fifth theme was 
having a sense of meaningful progress. The continuing students felt they had made 
meaningful progress in the language and wanted to continue on this trajectory.  
Table 3 
Themes Among Non-Continuing Students 
Theme Definition 
Desire to continue with a different format This theme refers to when students want 
to continue learning the language but not 
in classes, but rather on their own, such as 
with computer-based language programs. 
Issues with course structure This refers to issues related to how the 
course is structured, such as number of 
assignments, type of assignments or time 
commitment. 




refers to the time commitment a course 
requires to succeed. 
Progress This theme refers to the lack of a sense of 
meaningful progress in the language.  
 
Table 4 
Themes Among Continuing Students 
Theme Definition 
Confidence and Idolizing Speaker  This refers to the new-found sense of 
confidence to learn the language. This 
often connected to idolizing another 
speaker and wanting to do the same. 
Identity This refers to who the students do not 
want to be anymore, namely, a 
monolingual English speaker 
Career This refers to wanting to learn a language 
to apply to a future career. 
Language application This may be a specific situation in which 
the students want to use the language, 
such as study abroad. 
Support This is feeling supported by others, such 
as family, friends or instructors. 




meaningful progress in the language. 
 
Summary of Each Group  
Non-continuing 
Non-continuing students started out with and retained confidence in their 
ability to learn a language. They still planned on learning the language in another 
format. Course structure forced them to discontinue but their desire to learn it 
remained. They have a desire to learn the language, sometimes for career, personal 
interest...etc. but the structures of the university course influence them to discontinue. 
Continuing 
Continuing students started out unsure if they could learn a language and had 
low confidence. Their progress, new-found sense of confidence in their ability, and 
admiration for other speakers showed them they could learn the language and be 
successful. Improvement in job opportunities was a bonus. They did not seem to have 
any issues with course structure or time commitment. 
Findings in Non-Continuing Student Group 
Desire to Continue with Different Format  
The non-continuing students were people who started their language studies 
fully intending to continue long-term. This means something that happened in their 
class or because of their class that deterred them from continuing. One of the most 
noteworthy themes that emerged from the non-continuing group was that the majority 
still wanted to learn the language and still, despite no longer wanting to be a student in 




They spoke of still thinking they could learn the language and some even had 
specific plans to do so on their own. Brenden, for example, was motivated by a 
personal interest in gaming and by his career plans to use Japanese for computer 
programming. He was so motivated to learn Japanese that he had plans to study it on 
his own and still had plans to use Japanese in his future career. Despite these 
moti ators, he as deterred b  the co rse str ct re; that's h  e en if I don't decide 
to continue in college, I'm definitely gonna try and find a different way to learn 
Japanese ma be e en more at m  o n pace.  The Japanese course Brenden took 
required a significant amount of time dedicated to learning vocabulary, which was 
simply too much for him. He desired proficiency in Japanese but thought it had to be 
done on his own, with his own resources, and at his own speed. 
Tony also spoke of wanting to continue with German but at his own pace using 
his own resources.  
So, right now. It's hard enough already, so why would I want to pile on so but 
after college and if I am willing enough, I have time and money to go to a 
place that I can learn the language or go through and do the online Rosetta 
Stone, for German or Spanish or French then I o ld absol tel .  
He had decided that if he wanted to learn a language, he could do it on his 
own, without the pressure from a course to learn a certain amount by a certain time. 
He found his schedule difficult even without the language so thought he could learn 
German in a way that suited him better and did not make life more challenging. 
Kara had seen herself make progress in the Chinese program and still wanted 




cancel the trip as the severe outbreak of COVID-19 took o er Ital ; I am al a s 
gonna ant to learn Italian j st ma be not right no  ith this program.  Despite her 
plans to discontinue formal language studies, she still planned on learning Italian and 
had a strong desire to visit Italy to use her language skills. It was the course structure 
that was the problem, not her desire to learn Italian. 
These non-continuing students were motivated to learn the language, were 
confident that they had the ability to do so and yet were dissuaded from continuing in 
their programs. These were some of the main traits that the continuing students had 
gained in their time in their foreign language courses that influenced them to continue. 
Therefore, they were just as interested in learning the language as the continuing 
students but factors outside of the st dents  control diss aded them from contin ing. 
This should be very disconcerting to those in higher education looking to encourage 
students to study foreign languages and to continue their language programs. When 
asked about what discouraged these students from continuing, issues related to course 
structure were one of the most prominent themes. Next, I present findings on the 
issues non-continuing students had with course structure, including time requirements 
and a lack of making meaningful progress. 
Course Structure 
 Course structure was one of the prominent themes among non-continuing 
students. This refers to barriers within how the course was designed, such as the time 
it requires, the number of assignments or type of assignments. The main theme in 





Time. Time was a prominent issue when discussing course structure. These 
courses required more time than the students were able to devote to them. These 
findings are new to the body of literature on student attrition in foreign language 
studies. Previous studies have focused on all discontinuing students and therefore 
resulted in participants giving reasons for discontinuing such as not being interested in 
learning the language, not having career goals that apply the language, and only taking 
the language to get course requirements and therefore discontinuing as soon as they 
can (Curnow et al., 2007; Matsumoto, 2009; Ramage, 2009). Because this dissertation 
is the first study to consider why students may discontinue when they initially planned 
on continuing, the findings that students who were initially planning on continuing 
often did so because of time restraints and issues with course structure are novel.  
When interviewing these students, there was a sense of being forced to quit 
their language studies. They were still interested in learning the language and believed 
they could. However, because the language was not their major and required a larger 
time commitment than they could give, they did not make the progress they wanted 
and felt they could not continue.  
One student, Brenden, particularly sounded sad that he could not continue 
because he really had a love for Japanese. He spoke in-depth about how discouraged 
he was that he was not making the progress he wanted because of the course structure. 
Specifically, the high volume of vocabulary words he was required to learn for every 
class. Not having the time to keep up, he concluded, can only result in him needing to 
stop his language studies. When asked what would have made him continue with 





I had more time to learn everything or I guess. Or, if I had more time to learn 
everything. 
Because the way it is right now. The two biggest solutions for my biggest 
problem is either having more time in class to absorb things and go at a bit 
slower pace or spend more time out of class memorizing everything. But as of 
right now. I can't really do either of those things. So if I had more time would 
be the best. 
    ... 
But it's sort of that thing where like, for, it's not my major. And if I have to like 
to pull all-nighters to pass the class. It's not really feeling worth it because, you 
kno , it o ld take... ca se like if I fail if I, o  kno , don't p ll all-nighters 
at night sort of will, you know, not do well in the class and that will hurt my 
GPA, b t if I don t p ll those all-nighters and I'll be taking time away from 
focusing on my major, which is my primary goal. So it's sort of like a turning 
into like almost a necessity that I should stop. 
This theme resonated from my conversations with Tony as well. He discussed 
not being able to take the time required to keep up with the course. Like Brenden, his 
major courses needed to take preference. 
I would have continued with German if I invested more time into it. 
If I was able to, if I had more time to be able to go through this concepts longer 
and go through and get through every single word, and get it done. Then I do 




Also, I think I would have continued (language) if I wasn't doing a double 
major. If I hadn't decided that I wanted to double major. 
Because, I would have been like, wow, I like doing this, I know I have the 
course schedule that can permit this. And so, because I am already doing the 
double major it just comes down to I can't let something affect my double 
major, I can t affect something like m  major, ith a minor, the onl  thing that 
could affect my major is one of the majors. 
So that was, that was my mindset prioritizing the major. 
Tony would have continued with German if he had the time available to 
dedicate to it and if he made meaningful progress in learning the language. Since he 
felt he needed to dedicate that time to his major, he felt he needed to stop taking 
German. Brenden and Tony both thought their major studies needed to take priority 
over their language studies. Although they both still had interest in learning the 
language, it ultimately was too much of a time commitment to continue and took too 
much time away from their major courses. Brenden took issue with the course 
structure that required an unreasonable time commitment. Tony, on the other hand, 
took no issue with the course setup and in fact admired how the course was structured 
but had issues being able to comply. He recognized the effective format of the course, 
but because of his time restraints he was unable to participate as he should.  
I just have been doing (homework program), but I've been rushing it. And 
that's not the way that (the faculty) have designed it to be and that's not the way 




supposed to be doing it but that's just... been having trouble when it comes to 
done e er thing! Oh eah, I ha e German.  
Tony liked the format of the course or saw the effectiveness of it, even though 
it did not fit with his schedule. He finished all of his other work and saw German as an 
add-on that was taking extra time and, therefore, did not see progress. Since the 
students could not devote enough time to their programs, the courses were simply an 
ineffective means of learning the language. This means they did not make enough 
progress to make it worthwhile, which was a key issue and reason for them 
discontinuing. Next, I will discuss the theme of progress in more detail. 
Progress 
The common thread of all of the participants  iss es ith the co rse set p is 
that they made it so the students could not make the progress they wanted to. The 
students were all motivated and knew they were capable of learning a language and 
who started their language studies with the intent of continuing. They expected to 
make progress and be successful language learners. These issues with course structure 
all led to them not making enough progress and therefore, deciding to discontinue 
their language program. 
Kara specifically mentioned this connection. 
I want to continue with Italian if the class structure was a bit different. And I 
saw more progress. 
If I went to Italy, I would have been like Ciao and that s it. I don't think I co ld 




So that's why I was like, I don't know if I want to continue learning Italian in 
this way because I'm not learning as quickly as I am with Chinese. 
Kara felt she was putting too much time into studying a language to not see 
many results. It simply was not worth the small amount of progress she was making. 
According to SDT, progress, or competence  in a s bject is critical to f lfilling 
psychological needs required for motivation. Competence diminishes when a task is 
too difficult or undermined by other factors, such as criticism or negative comparison 
(Ryan et al., 2017). The factors these students experienced, such as how Evelina felt 
negatively compared to other students or Brenden who was assigned the too difficult 
task of learning an exorbitant amount of vocabulary each day, did indeed have 
diminished competence. This made them think the courses were not worthwhile, and 
they therefore discontinued.   
Kara took issue with the rigor of her program and therefore the pace of her 
progress. She was a particularly interesting participant because she was 
simultaneously taking Chinese and Italian. She saw herself making great strides in 
Chinese and so by comparison her Italian courses did not seem to be worthwhile. Her 
participation in this study is based on her experiences in her language that she is not 
continuing. In these courses, she felt that the instructor did not hold high standards for 
her students.  She as like, j st get the home ork and get the q i es done and get 
the ritings done on time. That's like all that matters.  Her instructor emphasized the 
assignments but not the actual use of the language and progress in the language. Kara 
discussed how she was discouraged that her courses did not require students to use the 





 So I expected like coming to college, there would be a lot more like less of a 
crutch in English like the teacher would be a lot more strict and like not using 
English just using Italian, even if it was like, basic Italian words. I thought that 
would be a lot more like that. But then when I got here, I guess because it's 
such a low level, it was like she spoke Italian but she spoke a lot of English as 
like a crutch. So I kind of felt myself doing the same thing I did in high school, 
which was like, not really care. And just like sit in the class, and just do the 
work but not actually like retain anything. 
 
Since the instructor did not value the amount of target use in class, Kara did 
not either and found herself disinterested. This aligns ith the competence  aspect of 
SDT. Kara was able to complete the tasks and do well in the class, but because the 
tasks were too easy, she did not feel competent in Italian and saw no progress. Her 
Chinese courses, conversely, were demanding and more difficult, but because she saw 
progress her efforts were rewarded. Her efforts in her Italian course, while successful, 
were not rewarded with progress and competence in the language. 
Similar to Kara, Brenden and Evelina also did not see the progress they 
expected due to course structure. Like Kara, the effort the course demanded was 
misguided or was not at the appropriate level and, therefore, they saw no meaningful 
progress. Brenden, for example, was motivated and was interested in learning 
Japanese, but had to put too much effort into learning vocabulary, which did not result 




I'm learning the stuff, but I'm only learning to pass the test. I'm not learning to 
memorize which is my biggest issue was one of my biggest issues back in high 
school. And what I was kind of hoping would not be the same as in college but 
it sort of is ending up being like, where we're learning all these words just to 
pass the test. And then once that's done, we just forget them all, which is not 
what I was hoping for. I was hoping this would be, you know, learning words 
and keeping and retaining them. And you know, I could probably put a bit 
more effort into memorizing everything but again with this not being my 
major, I don't have enough time for that. 
Brenden is motivated to learn Japanese and wants to see real progress. 
However, his course makes him simply learn for a test and then forget the material. 
Evelina similarly was challenged too much or was challenged in a manner that made 
her unable to progress. Her main reason for not continuing was a lack of progress and 
issues with the course setup. She felt she was unable to be successful in the course 
because it required her to teach the concepts to herself and use class time to reinforce 
the material.  
One thing that like made it difficult and made me really not want to continue. I 
know I like kind of touched upon it but like the way like the classroom, like is 
so like, you have to like teach yourself as like, I already don't know the 
language like how am I going to know what I'm doing is right, or if it's wrong, 
and like I could like be doing something wrong for so long that I remember it. 




was wrong. Like in class is just like a reinforcement like I wish it wasn't that 
way. 
E elina as orried abo t fossili ation . This is hen an error becomes a 
habit and is difficult to correct (Chen et al., 2013). This made her hesitant to learn the  
material on her own. She would have felt more comfortable using class time to learn 
concepts directly from the instructor, as opposed to using it to practice the language. 
Although this would likely be more comfortable, it likely will not result in as much 
progress (von Glasersfeld, 1989). 
 It seems she would have been more comfortable with a behaviorist teaching 
approach of a teacher as a sender of information and students as the receivers; 
however, this simply is not an effective learning method (von Glasersfeld, 1989). In 
the foreign language classroom, this approach may take the form of the instructor 
explaining grammar and the students taking notes or the instructor reciting phrases and 
the students repeating them.   Although it may be more uncomfortable and make 
students leave their comfort zones, a constructivist approach that includes participation 
that will then generate learning will result in higher success (von Glasersfeld, 1989).  
Fosnot (2005) defines constructivism as describing knowledge not as truths to 
be transmitted or discovered, but as emergent, developmental, nonobjective, viable 
constructed explanations by humans engaged in meaning-making in cultural and social 
communities of discourse. This approach rejects the notion that instructors can transfer 
knowledge to students, but instead that students take ownership of the idea and 




Based on E elina s description, she had a constr cti ist method sed in her 
class, but it was still not effective in motivating her to continue and helping her make 
progress. There may be a few reasons as to why this is. Firstly, she did not feel her 
instructor was supportive of her, moreover, she felt isolated in class and did not feel 
like a meaningful member of a group. This means that many aspects needed for 
motivation, such as support and relatedness, were not met. Additionally, the course 
may not have been at the appropriate level or may have challenged her too much. 
Class time was used to practice material that she was not prepared to practice. Like 
Brenden, the course challenged her too much or in a way that made her feel left 
behind. 
Kara, Brenden, and E elina s sit ations differ in the manner in hich the  
needed to be challenged; however, they had a common issue of not progressing in a 
manner that was meaningful to them due to course structure. Whether it was too strong 
of a focus on vocabulary, not enough target language use or too much reliance on self-
study, the tasks given to them were not aligned with the manner in which they wanted 
or needed to be challenged. They, therefore, were lacking the psychological need for a 
sense of competence and saw no purpose in continuing. 
Findings in Continuing Student Group 
Themes among continuing students can be summarized by them gaining a 
sense of confidence in their ability to learn a language. The motivators that tipped the 
scale to make them want to continue tended to be intrinsic, such as a new-found sense 




chances were also mentioned as strong motivators but did not seem to be the factors 
that convinced them to continue and were mentioned more as an additional benefit. 
Confidence as a Language Learner and Idolizing Speaker 
Students gaining confidence and an understanding that they are capable of 
learning the language proved to be a main motivational factor among continuing 
students. This aligns with the literature on confidence and progress. As discussed in 
chapter two, students are more successful in learning a language when they are 
confident in their abilities to do so (Tunçel, 2015). In fact, there is a correlation 
between confidence in students and actual speaking ability (Park et al., 2004).  
It is particularly noteworthy that continuing students did not start with this 
confidence but gained it during their courses because the non-continuing students 
started with and retained this confidence. The non-continuing students started their 
courses with this same sense of ability to learn the language and confidence that they 
could, but outside factors such as course structure were enough to dissuade them from 
doing so. The continuing students did not have this sense of ability when starting their 
language program but gaining it was enough to convince them to continue. The 
continuing students did not, however, cite course structure as a factor, be it positive or 
negative. This leaves the possibility open that if they had had an issue with the course, 
their desire and confidence to learn a language may not have sufficed, as was the case 
with non-continuing students. 
An anecdote that students repeatedly told was situations in which they admired 
someone else s abilities in the lang age. Aligning ith Band ra s Self-Efficacy 




target language, which motivated them to want to do the same. Whether they were 
continuing in their language program or not, students who were still interested in 
learning the language shared stories of admiration.  
El, for example, talked about meeting native Arabic speakers her age and being 
inspired by seeing people her age who could speak the language fluently. 
 all of a sudden, they have like little side conversations together in Arabic I 
j st tho ght that as reall  cool.  So, I just was really, I thought it was really 
cool to see people my age who I'm friends with just casually having a 
conversation in a foreign language. 
El admired her peers  ability to switch so casually to Arabic and it made her 
want to do the same. Some st dents told stories of not j st admiring others  abilities in 
the language but admiring the speaker they could be. The students desire to possess 
certain language abilities because it fits their idea of who they want to be as a second 
lang age speaker. When the  desire it for themsel es it follo s D rn ei s (2005) 
notion of the Ideal L2 Self.  This is an aspect of intrinsic moti ation in hich 
someone is motivated to increase their language abilities because they believe they 
should possess these abilities for their own sake of self-improvement.  
These continuing participants are intrinsically motivated to be a multilingual 
speaker and, therefore, ha e an Ideal L2 Self . The  sa  here the  co ld be and the 
speaker they could be, which motivated them to continue. Students described what it 
would be like to see native speakers and be able to communicate with them by saying 




they only reference their own desire to be multilingual and the admiration they have 
for that ability, they are striving to be their ideal, multilingual selves. 
El, the student who admired her native speaker friends, wanted to be 
multilingual to be able to help people like her non-American friends by learning their 
language. She did not want to have to be the person to need accommodations but 
rather wanted to be the one who could reach out to them by using her multilingual 
skills. T cker similarl  described anting to be, as he described, the one to bridge 
that lang age barrier.  Tony, despite not continuing, described planning to learn 
m ltiple lang ages on his o n beca se of his admiration for hen people belt o t 
different m ltiple lang ages.  The  desire this m ltiling al abilit  for themsel es, and 
therefore are stri ing to become their Ideal L2 Self.  
Identity 
These students who are motivated by the speaker they could be also mentioned 
who they do not want to be anymore, namely, a monolingual English speaker. They 
seemed to be grappling a bit with their identity as American or monolingual English 
speakers and of wanting to expand out or push away from that. El, for example, 
wanted to grow past her identity as a monolingual English speaker and develop into a 
m ltiling al speaker. There's people like me ho j st kno  one lang age, and some 
people are okay with that but I want to be able to communicate with other people in 
different languages besides English.  She saw herself moving away from her old 
monolingual self. She was accepting of people not wanting to change that about their 




Additionally, Alicia disc ssed not anting to fit the d mb American  
stereotype, and kno ing another lang age helped p sh her a a  from that. I feel 
like, not dumb, but I feel like it's a responsibility to learn another language because not 
e er one speaks English and it's ignorant to think that.  She then told a stor  about 
seeing some Americans that fit exactly what she does not want to be. However, they 
did provide a good contrast to herself, which helped her see the progress she made. 
There were these two guys in front of me. They were obviously American you 
could tell by multiple factors. One they were only speaking in English and a 
very loud, loud like voices and tones, they're wearing like they're all very 
heavy set. The one guy that really killed me was wearing like a McDonald's t-
shirt so they were just not dressed up well and I could tell that the poor cashier 
person was like completely done with it like she says oh you're stupid 
American scribbling under her breath, she was just completely done.  
I was behind them I was wearing my nice clothes because we had a company 
visit. So, when I was able to actually like we made through most of the 
transaction through German it just sort of made me like, Oh, I think I can do 
this made me so excited I was really happy. The only part that tripped me up 
was when she asked, Would you like a plastic bag?  and I just said I had to 
reveal myself as the American saying sorry No, and she looked pleased that 
someone else was bothering to learn the language, so I think that really was a 
big part. 
This experience showed a stark contrast to Alicia. She saw a stereotype of her 




successful conversation motivated her because it was confirmation that she was, 
indeed, multilingual and possibly able to not be recognized as a non-native speaker. 
In addition to D rn ei s Ideal L2 Self  he also describes the O ght-to L2 
Self.  This o ght-to  self refers to traits someone belie es the  o ght to possess to 
avoid a negative outcome or perception from others (Dörnyei, 2005). This does not 
necessarily mean they desire this for themselves. If Alicia were to avoid being a 
stereot pe to a oid someone else s disdain for it, it o ld follo  the O ght-to L2 
Self.  Since she anted to be s ccessf l in her German con ersation for herself, she is 
in oking the Ideal L2 Self,  altho gh she additionall  seems moti ated b  the 
O ght-to L2 Self  beca se she feels the j dgment from the store orker. 
Peer and Family Support 
According to SDT, students are more motivated when they feel supported in 
their pursuits and feel they are important members of a group (Ryan et al., 2017). 
Relatedness is the third psychological need in SDT and refers to feelings of belonging 
and connection to others (Ryan et al., 2017).  Students may fulfill this need by feeling 
that they are an important contributor and that their input is a vital part of the group or 
class s overall progress. These participants were clearly motivated in part because of 
the support they felt from those they care about.  
Participants in the continuing group often cited support from friends and 
family as a factor that helped motivate them to pursue their language studies further. 
Peers not only helped provide an example of what the students could be but they also 
helped motivate each other to take the class in the first place or to continue. 




d e to a peer s s ggestion and T cker and Tony chose their specific language because 
of family members. Bill, for example, had a brother who had a good experience so 
suggested German to him, Alexander also started his language studies because a friend 
had suggested it because he had had a good experience. Tucker had support from both 
family and friends. His grandparents spoke Italian and so he wanted to be able to share 
that connection ith them. He also credited friends  s pport and his good e periences 
in class as his decision to take and contin e his lang age st dies. It as definitely not 
an idea until sophomore year and then after having that experience and then talking 
ith friends abo t it, that's 100% h  I chose to do it.  These e amples of peer and 
familial support are important reminders of how beneficial it can be to progress toward 
a goal ith others and satisf  this ps chological req irement of relatedness .  
Instructor 
Although the non-continuing students mentioned their instructors on occasion, 
they did not seem to be the determining factor in their decision not to continue. The 
continuing students, however, often specifically cited instructor support as a 
motivating factor for them. El was particularly inspired by her professor and saw him 
as proof that she could learn Arabic too. 
I really didn't know what to expect as far as who my professor would be, if it 
was a native speaker or someone who has been practicing the language for a 
long time. You know I didn't expect some tall skinny white man to walk into 
the room and be like, I'm your Arabic professor. And so that was a little bit... It 





It was not only motivating to her to see that an American could also speak and 
be a professor of other languages, but also by the fact that he could relate with her and 
her struggles learning Arabic. Brenden, who decided not to continue, felt disconnected 
from his professor and thought she may not understand his struggles. El, on the other 
hand, decided to continue and felt her professor understood what she was going 
through in her language learning process. 
My Arabic professor, he understands you know what parts can be difficult, 
how it can be difficult, like not feeling motivated at times, but you know he's 
kind of proof that if we work hard enough, we can get to where he's at. 
El saw her Arabic professor as coming from a similar situation being both American 
English speakers. She saw that he had gone through the struggle to learn Arabic and 
was proof she could get past it. El and Tucker discussed how their instructors were the 
force that convinced them they would indeed learn a foreign language. Tucker spoke 
highly of his instructor and described how she gave him confidence that he could not 
only learn Italian but any language. He had not had a positive experience with foreign 
languages before her course, but afterward, he knew he could learn any language that 
could help him. 
I would not have continued if it weren't for Professor (Name), I had no doubt 
in my mind...I remember every class she'd come in ith a big smile and she d 
immediately engage us and start to start talking Italian and get us to everybody 
in the room and start talking. 
Her ability to engage the class and get Tucker and his classmates to speak and 




could really use it. Many of the continuing students spoke of the support their 
instructors and the faculty gave them. Alicia spoke of regularly visiting some faculty 
members when she was feeling insecure about her abilities to succeed in her program. 
The  definitel  helped me ith m  decision like e er  time I'm str ggling, I do pop 
in their offices and I'm like, He , gi e me a pep talk, please. And the  al a s do.  It 
was motivating for her to have this support structure that allowed her to visit faculty 
and right away be motivated by them and their support. Alexander also was motivated 
to continue after a talk with his professor in which he showed him the progress he had 
made and encouraged him to pursue German further.  
I mean, it's kind of fun learning a new language, because then I can, like, I was 
making stupid jokes with a friend like we're trying to speak German to each 
other, which was fun. But I wasn't really considering it until I think I had my 
conference with Professor (Name) and he's like alright let's just go over your 
grade, and he's like, He , o  ha e an A in the class, I am like What?  
And he's like, o  sho ld consider... strongl  consider contin ing it.  And I 
thought about it. 
This was a noteworthy story because it showed how instructor support 
motivated him, but also how confirmation of his progress and competence in German 
was motivating to him. His instructor made it clear that he was indeed succeeding and 
making progress. Moreo er, T cker s instr ctor sa ing he sho ld contin e sho ed 
him that the professor was on his side, he wanted him to be a part of the program, and 






Competence, the second requirement within SDT, refers to the basic need to 
feel competence and mastery (Ryan et al., 2017).  In an educational setting, this would 
mean that students need to feel like they are making progress or that they are good at 
an activity or in a subject.  Based on the interviews, making progress and successfully 
using the language gave students a boost of confidence, showed them they really could 
learn another language, and motivated them to continue. Similar to how a lack of 
progress made the students decide to quit their language studies, making progress also 
made the students want to continue. This supports the claim of SDT that students must 
be competent and make meaningful progress in a given area if they will be motivated 
to continue (Ryan et al., 2017).  
Many of the students had had disappointing experiences with a foreign 
language in the past and this new-found success gave them confidence for the first 
time in their foreign language skills. Brenden, Alicia, El, Alexander, and Tucker all 
mentioned their distaste for their foreign language in K-12. They discussed how being 
forced to take a language course had made them not dislike foreign language courses, 
with some even questioning their ability to learn a language in college. Disliking their 
foreign language courses because they felt forced aligns with the autonomy aspect of 
SDT, which states that in order to be motivated, one must be able to self-regulate 
one s e perience and actions (Ryan et al., 2017). They were unable to self-regulate 
their experience in K-12, which led them to dislike foreign languages. 
With this as a backdrop, the students saw themselves making progress in a 




German to buy some things and how it bolstered her faith in her language abilities; 
So, when I was able to actually like we made through most of the transaction through 
German it just sort of made me like, Oh, I think I can do this made me so excited I 
as reall  happ .  She saw how she was in fact capable of successfully applying 
German to a real-life situation.  
Bill also saw progress in a foreign language for the first time in college. He 
had had a difficult time with his Spanish courses in high school, but in college, he saw 
himself doing well in his German course. This was encouraging progress in a foreign 
language that he was experiencing for the first time. 
I can compare it like I feel like if I sit down with a Spanish paragraph I'd be 
sitting there for hours not understand anything. Give me like 30 minutes with a 
German like any writing and I feel like I could probably make something out 
of it, like absolutely I can probably understand, at least the basis of whatever 
the riting is b t it s a little bit easier lang age, to me at least. 
He felt the progress he was making, which was not the case when he tried to learn a 
language in high school. Something about German came easier to him than Spanish 
had. 
this was the first time another language kind of clicked for me and German 
has. I feel like I haven't, like, fully understood it yet but I feel like I'm gonna, 
it's easier for me to kind of teach to myself, I thought.  
Bill felt German clicked  ith him and it was the first time he realized that he 
could be successful learning a language. Many had been discouraged by bad 




accomplishment and ability. This realization that they could be successful in their 
language connects to many other themes, such as progress/success, support from 
instructors and/or peers, language application. Alicia, Tucker, Alexander, and Bill all 
found motivation in their new accomplishments and progress. 
Career 
It is noteworthy that every single continuing student and even some non-
continuing students mentioned their future career as a factor for them wanting to learn 
the language. Most discussed taking language courses not only as a way to make their 
resume more appealing to employers but also discussed the specific ways being 
multilingual would enrich their future careers. 
Career application is an important aspect of motivation because it gives them a 
purpose to learn the language. Brenden saw the use of his language for the 
games/programming industry, El saw a benefit for her future career working in law 
and with refugees, Alicia and Alexander in Engineering, Tucker in business, Tony in 
business/banking, and Bill in supply chain management. Rousseau (1979) states that 
when someone needs a skill because he or she sees the purpose, he or she will increase 
their participation and enhance their knowledge on the subject. He gives an example 
by describing a fictional student, Emile, who has no interest and little skill in reading 
until reading a note, which has a purpose for him. When students will have their own 
chosen application for the language, such as to a future career, their motivation is 
increased, and they are more likely to want to learn it (Ramage, 1990). 
Many of the participants talked about choosing their language as a resume 




employment after graduation. What all of these students share is that career benefit is a 
reason they took the language in the first place; however, they did not mention it as a 
reason for changing their minds and deciding to continue. Considering this, along with 
the fact that career was often a reason why non-continuing students took their 
lang age, it s clear that career is an important factor that influences students to choose 
the language in the first place, but it was not the tipping point that convinced them to 
continue. Moreover, as previously discussed, it was also not enough to convince the 
non-continuing students to stay in their language programs. This means it may be a 
motivator of initial enrollments in a specific language program, but not of retention in 
a language program. 
Language Application 
The fantasy of one day using their newly acquired language in situations 
abroad occasionally arose in the conversations with the participants; however, it was 
onl  a determining factor for one st dent. Gardner and Lambert s (1972) model for 
motivation in foreign languages shows that students are more motivated when they 
have a positive attitude toward the target community and want to communicate with 
that community. This certainly was the case with the continuing students who wanted 
to engage with the target culture and be able to successfully communicate with them. 
Alicia, Alexander, El, and Kara all talked about looking forward to one day putting 
their language knowledge to use in the target culture. Alexander was particularly 





I like the idea of going abroad, especially because I'm from Rhode Island and 
I'm going in-state, so I am not really getting that far from home. The appeal of 
going abroad is very strong. And like it's an opportunity that I might not have 
again in the future. And one of the things on my bucket list is actually 
snowboarding on the Alps. So all of that kinda just sounds awesome. 
Alexander realized that study abroad was an opportune time to get to travel and was a 
chance to leave his home state. 
Similar to ho  st dents  career infl enced their decision of hich lang age 
they would study but not their decision to continue, study abroad or the idea of using 
their language one day seemed to mainly come as an added benefit but not as the 
turning point and convinces them to continue or not continue.  
Summary of Findings 
Students who initially planned on continuing past one or two semesters and 
then decided not to mostly did so because their language programs were not conducive 
to their learning. They were generally students who were intrinsically motivated, 
interested in the target culture, had career or personal applications for the language, 
were confident in their abilities to learn the language, and most noteworthy, still 
planned on learning the language in another format. The format or structure of the 
courses hindered their progress, so they did not see the value of them and saw no 
reason to continue. There was generally a sense of disappointment that they did not 
find what they were looking for in the program. 
Students who initially planned on only taking one or two semesters and then 




ability to learn a language. This was due to a range of aspects, such as the progress 
they had seen, the support from their peers and instructors, wanting to see themselves 
as multilingual people, the desire to apply the language in the target culture, and to 
improve their career options.  
Summary of Participants 
 
Alicia (continuing) 
Alicia is studying German and is planning on continuing. She was unsure at 
first and was nervous about starting a language. She was considering dropping it for a 
time. She compared herself to other students in class who understood the material 
faster, which made her think she was not making enough progress quickly enough. 
Despite being successful in her high school French courses and college German 
courses, she thought she had issues or particularly difficulty learning languages. This 
may tie to her experience with speech therapy at a young age. 
During a study trip to Germany Alicia gained new confidence and identity as a 
language learner. After having successful conversations in Germany, she realized that 
she really could learn the language. Peers also influenced her on the study trip because 
she saw students ahead of her who had learned German and gotten quite good at it. 
Moreover, Alicia wants to promote the idea of the multilingual American and thinks it 
is her d t  to be m ltiling al. She doesn t ant to be seen as a stereot pical, 
monolingual American. 
Tucker (continuing) 
Tucker had his first university language in Italian and took it just to fulfill 




and had support from peers and his professor and family. His career aspirations 
influenced him to switch to Spanish. Italian made him realize that he could learn a 
language and since Spanish would be beneficial in his business career, he wanted to 
take his new-found confidence over to Spanish. He had fun in class, produced Italian, 
and saw himself make great progress. 
Alexander (continuing) 
 
The change for Alexander to continue happened when he realized the progress 
he had made in his German class. This decision was solidified by the fact that his 
father got a job at a local institution, which allowed for a tuition waiver and the 
opportunity to study abroad. 
He had had a bad experience with Spanish in K-12 classes and dropped them 
as soon as he could. He thought that he may have a better experience at the university 
level and that they would be better and more effective.  
His class was structured in a way that helped him learn and was effective. The 
students studied the material before class and used class time to produce the language. 
His professor was very supportive and approachable. He helped him realize how well 
he was doing with German and gave the personal touch of encouraging him to 
continue. 
The words he chose to describe what motivated him to continue were money, 
grades, and opportunity. 
Bill (continuing) 
Bill s decision to change his mind and continue with German was primarily 




whereas previously with high school Spanish he never felt that and did not think he 
could ever be fluent in Spanish. Something about German clicked for him. Autonomy 
was a contributing factor. He mentioned that Spanish was forced on him so was not 
motivating, whereas German was his choice so helped keep his interest. A second 
motivator was that he wanted to study in Germany and do an internship there. He saw 
the benefit for his business career in speaking German and having experience there.  
The words he chose to describe his decision to continue were ease, interest, 
and understanding. 
El (continuing) 
El started Arabic and regretted it within the first week. Then she started to 
really connect with her professor and classmates. She found it motivating for her to 
see that her professor had also learned Arabic as a non-native speaker so she knew it 
could be done. 
Peers were a big motivator. She got to know native speakers in her class who 
could speak but would struggle to write just as much as she would. She spoke of the 
camaraderie of her class, since there were only about 15 people, they got to know each 
other well. She really enjoyed spending time with those people her own age and 
hearing them speak Arabic. They motivated her to want to be able to do that too. 
Another motivator for El was that learning Arabic was a challenge. She 
struggled with Spanish and also Mandarin in K-12 and once got to Arabic and still 
struggled, she came to accept that learning a language would be a challenge, but she 




Moreover, El plans on pursuing a career in law to work with refugees. She 
believes having a background in Arabic will benefit her in this aspect as well.  The 
words she chose to describe her decision to continue with Arabic were peers, 
professors, and a challenge. 
Brenden (non-continuing) 
Brenden s main issue that led him to not continue with Japanese was workload 
and the time it took. His voice was filled with concern and a bit of sadness and 
frustration that the class was not working out because he really did want to learn 
Japanese. 
He talked about needing more time to learn and retain vocab, although he is 
doing well with grammar. A slower, more digestible course pace would be good for 
him. He seemed to really want to learn Japanese and have intrinsic motivation from a 
personal interest in games, wanting to be able to play games only in Japanese, and also 
motivation from his major of computer science and wanting to have Japanese skills to 
use in the gaming industry in Japan. 
Class expectations were too high for him to keep up, despite wanting to 
continue. It seems a different format with lower expectations or in a class with little 
bits of recycled vocab at a time would benefit him more. He seemed to be frustrated 
that he did not retain as much of the vocab as he would have liked. The experience 
that made him want to stop is seeing vocab he thought he learned and realizing he had 
not retained it and that he was just learning for a test and then forgetting it. This quote 




Since Japanese is not your major, it is too risky to continue since it may hurt 
your GPA. Also, at this pace retention of vocab is difficult so you are not 
seeing the course being conducive to your success in Japanese. 
The three words Brenden chose to describe why he decided not to continue 
ere intense orkload.  
Tony (non-continuing) 
Tony decided not to continue with German largely due to the time commitment 
it required. He felt he needed to prioritize his major and German was taking too much 
time for him. He in no way blamed the course set-up, professor, environment etc., as 
many other non-continuing participants did. Simply that external factors like 
prioritizing his major and wanting time for extracurricular activities like sailing took 
all of his time. 
Tony was initially interested in taking French because it is the sailing 
language. His parents did not want him to and so he switched to German. He did not 
say why his parents did not like French, just that they did not want him studying that 
in college. 
Tony has a strong sense of who he is as a learner. He talked about how he 
learned in elementary school, such as knowing that once he invests in something, he 
knows he has to do it. He also stated that he knows he will not do well on the first quiz 
of an  co rse I don't do ell ith the q i es or an thing that's the same way I've 
al a s been for math, and for ph sics in high school and all these other classes.  
He also seemed to have the identity of someone who had a harder time with 




the lower levels in school. Despite this, he thinks he can learn languages and would 
still like to learn German but only with certain methods and in his own time. 
The three words Tony chose to describe why he decided not to continue were 
time, procrastination, and workload. 
Kara (non-continuing) 
Kara was an interesting participant because she was simultaneously studying 
Chinese and Italian. She initially planned on continuing in Italian, loved the language, 
and planned on traveling there at the start of the COVID-19 pandemic so had to cancel 
travel plans. 
She did not feel like she was making meaningful progress, did not think class 
time was used wisely, specifically she thought there was too much reliance on English 
and not enough Italian use or encouragement to use Italian in class. Because of this 
lack of progress, she decided to discontinue.  
Moreover, her decision was also influenced by the Chinese courses she was 
taking in which she was making significant progress very quickly. This comparison 
made her realize that her Italian course was not worthwhile. She wants to still learn 
Italian one day and believes she can. However, because she did not feel like she was 
making progress she thought she would drop it to focus on Chinese, where she was 
making great progress. 
The words she chose to describe her decision to discontinue Italian were class 







Evelina had been scarred by her experience with French. She said would never 
study it again. However, she maybe would study Spanish, since it is similar to Creole, 
which she speaks. This was different from the other non-continuing students who said 
they were still interested in the language, knew they could learn it if they wanted to, 
and planned on learning it in a different format. 
She initially planned on minoring in French. Initially, she had confidence in 
her abilities to succeed throughout the first semester. However, she became 
overwhelmed in the second semester, did not make the progress she wanted to, was 
lost, struggling, and had low confidence. Moreover, she felt judged by the other 
students in class who seemed to not be struggling like she was. 
The course structure was problematic for her. She did not like how she had to 
teach herself and then use class time as reinforcement. This is noteworthy because this 
is what Tony did like about his German course. She mentioned she did not like 
learning herself because she worried about fossilization and that she was learning and 
reinforcing the language incorrectly. Her tone throughout the interview was a bit 
scared and worried. It seems her experience with her course must have really scarred 
her. 
Evelina is different from the other non-continuing students who still want to 
learn their language because she does not want to ever study French again. However, 
what made her want to stop is her course set-up, how she feels judged in class, her 




The three words she used to describe her decision not to continue were 
difficulty, lost, and struggling. 
Chapter Summary 
 
In this chapter, I review the themes that emerged in my interviews with 
participants. This consisted of a section on what influenced non-continuing students to 
decide to stop their language studies. These themes included how they still wanted to 
learn the language by using a different format than traditional college courses, their 
issues with course structure, their issues with the time commitment these courses 
require, and their lack of progress. I then outline the themes among students who 
changed their plans and decided to continue. These consist of their new-found identity 
with the language, confidence in their ability, and how they idolize those who can 
speak it. Additional motivational factors were their desire to use the language in their 
future careers, their desire to apply the language to other situations such as while 
traveling, the support they felt from family, friends, and instructors, and the 
meaningful progress they had made during their time enrolled in these courses. 
In addition to outlining the results based on themes I also describe each student 
and the factors that most influenced them to continue or discontinue. These contain the 
same information as the previous sections organized by theme. This summary 
organized per student is included for the reader to gain a better understanding of who 
these people are as a whole and to provide a clear picture of which combinations of 
motivation factors each student may have. Additionally, this section includes each 
persons  selection of hich ords best describe their decision to contin e or 
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The purpose of my study was to explore the experiences of beginner language 
students to gain insight into what occurs during their courses that influences and 
motivates them to continue or discontinue their language courses. My research 
question was: Why do students change their intended language study trajectory after 
completing introductory courses? 
 The answers to this research question are complex and will be divided into 
themes from both the non-continuing students and continuing students. I will then 
provide recommendations to administrators and instructors on what can be done to 
increase student motivation to continue their foreign language studies and will 
conclude the chapter with ideas for future research. 
Interpretation of the Findings 
 This section includes my interpretations of the emergent themes from the 
findings. I will start with the issue of time, which led many students to discontinue. I 
will then discuss progress or the lack of progress, which led students to decide on 
continuing or discontinuing. The next subsection is on confidence in ability to learn 
the language, which nearly all participants had. This is followed by support from peers 







 Many of the non-continuing students explained reasons pertaining to course 
structure as why they felt they could not continue. They discussed issues such as the 
amount of homework or studying required and aspects within the classroom. Most of 
the various reasons given shared the common theme of time. The fact that so many 
students gave aspects related to time as the reason they could not continue shows how 
the time requirements for a course need to be enough to make progress in the course 
but also must be achievable by the students. They need to devote enough time so that 
they make progress without that time being so much that it is unachievable and 
unsustainable. The issue of time being a determining factor in continuing or 
discontinuing language studies is a new finding. Previous studies on why students 
discontinue have focused on all discontinuing students, as opposed to only ones who 
changed their plans (Curnow et al., 2007; Matsumoto, 2009; Ramage, 2009). Results 
ranged from students not being interested, not wanting a future career that involves the 
language or only taking it to fulfill a requirement. Next, I will discuss the progress or 
lack of meaningful progress students felt. 
Progress 
A specific aspect that non-continuing students credited for not continuing was 
that the course was not conducive to their progress in the language. Students who did 
not feel like they were making meaningful progress did not want to continue. In this 
non-contin ing gro p, man  of the obstacles to the st dents  progress are controlled 
by the instr ctor. For e ample, Kara s instr ctor not sing eno gh of the target 




students to retain, and Evelina not receiving enough support out of the classroom to 
teach herself the material. These are all issues that the instructors can improve, based 
on the needs of their course and their students. Although some descriptions of their 
experiences may sound discouraging to faculty, what is promising is that instructors 
can influence their students in multiple ways that encourage and motivate them to 
continue their language students.  
This finding relates to other studies that found that a sense of progress and 
improvement was a contributor to motivation. (Tsang, 2012; Allen, 2010).  Tsang 
(2012) found that students felt encouraged when they saw that they were making 
progress and when they did not see this progress they were discouraged from 
continuing. Moreover, this connects to one of the psychological needs of SDT, which 
is competence. When students feel they are competent in an area, they are more 
motivated to continue putting effort into it (Ryan et al., 2017). 
As discussed in Chapter Two, this progress needs to be in challenging and 
meaningful areas, it cannot simply be progress in any menial task (Tsang, 2012). As 
we saw with Kara, she was successful in her Italian course. However, it was not 
challenging to her, therefore the progress she saw was not seen as a motivating 
accomplishment. Additionally, Brenden would study a large amount of vocabulary, 
pass a test, and then forget the material. This competence or progress was also not 
moti ating beca se it as not meaningf l. Ne t, I ill disc ss the st dents  







It was surprising to see that most non-continuing students still identified with 
the language and were still confident in their ability to learn it. What was interesting 
about these students is that they were still confident in their ability to learn the 
language and they mostly described aspects pertaining to course structure as reasons 
why they are discontinuing.   
This shows me that for them to continue there would have to be changes at the 
course or instructional level, not changes to their attitude, desire to learn the language 
to their confidence. It would be easy to assume the reasoning behind discontinuing lies 
within these aspects of the students; however, it seems to be aspects within the 
instr ctor s or department s control, and therefore, can be impro ed ith some 
changes. Please see the Implications  sections for ideas. 
Confidence correlates to motivation and success in language learning (Tunçel, 
2015; Park et al., 2004). However, because the courses did not help them progress, 
these students did not seek this success from courses, but rather from other means of 
learning a language, such as with computer programs. They retained their confidence 
in their ability; however, they sought out other means of learning that may be more 
conducive to their learning. 
What was most noteworthy about the continuing students was that one aspect 
that influenced them to do so was that they gained a sense of confidence in their 
ability to learn the language while enrolled in these courses. Students who started 
language courses with the intention of quitting changed their minds in part because 




confidence that the non-continuing students often started with and retained even after 
discontinuing. However, the continuing students first gained a new sense of 
confidence in their ability to learn a language because they had been making 
meaningful progress in a course that was structured in a manner that was conducive to 
their learning.  
These findings align with research from Tunçel (2015) and Park et al., (2004) 
who found that students are more successful in their language learning process when 
they are more confident in their abilities to learn a foreign language. In particular, the 
continuing students did not previously have this confidence and gained it during their 
language course. This new-found sense of ability would indeed be encouraging to 
them. These findings suggest that enhancing student confidence may also enhance 
language acquisition and proficiency. Please see the Implications  section for ideas. I 
will now discuss the support students felt or did not feel from their peers and family. 
Peers and Family – Support 
The support that continuing students cited as a motivational factor aligns with 
SDT, which, as previously noted, states that students are more motivated when they 
feel supported in their pursuits and feel they are important members of a group (Ryan 
et al., 2017). Relatedness is the third psychological need in SDT and refers to feelings 
of belonging and connection to others (Ryan et al., 2017).  Students may fulfill this 
need by feeling that they are an important contributor and that their input is a vital part 
of the gro p or class s overall progress. Participants in the continuing group often 




their language studies further. These participants were clearly motivated in part 
because of the  
support they felt from those they care about. Interestingly, Tony was not supported by 
his parents in his desire to study French and he did indeed end up studying German 
instead. Other participants in the non-continuing group did not cite a lack of support as 
a factor in their decision not to continue. However, Tony s e perience in his lack of 
s pport and the contin ing participants  e perience of s pport from famil  and friends 
as moti ating is consistent ith the relatedness  psychological need of SDT and 
other research supporting the notion that students are more motivated when they feel 
supported in their efforts (Awad, 2017; Ryan et al., 2017). Next, I will discuss 
st dents  career goals and ho  lang ages ma  appl  to them. 
Career 
Every continuing student and even some non-continuing students mentioned 
their future career as a factor for them wanting to learn the language. They discussed 
the benefits of knowing another language and how it would enhance their future 
careers. Moreover, it gave them a purpose to learn the language and gave them a place 
to appl  it. This aligns ith Ramage s (1990) research that fo nd that st dents ha e 
increased motivation when they have their own chosen application for the language. 
This also relates to the autonomy aspect of SDT because the students have their own 
chosen area to apply and use their language skills. When students have choices and 
autonomy, they are more motivated (Ryan et al., 2017). 
It is noteworthy that the students chose the specific language based on their 




in the first place. Moreover, they did not mention it as a reason for deciding to 
continue, showing that it was not the tipping point that convinced them to continue but 
was more of an additional benefit. Allen (2010) found that college students also cited 
the lang age s application to a career as a reason for st d ing it in college, further 
showing this link to a future career may be a beneficial retention method. I will now 
disc ss the st dents  desire to appl  the lang age to real-life situations. 
Desire to Apply Course Topic 
 
Four of the participants discussed how they looked forward to being able to 
apply their language in the target culture. Gardner and Lambert s (1972) model for 
motivation in foreign language shows that students are more motivated when they 
have a positive attitude toward the target community and want to communicate with 
that community. Moreover, Allen (2010) found that students had a range of 
applications and uses for a language that motivated them to learn it. These could be 
personal hobbies, but the participants also mentioned that study abroad was a 
necessary step in the language learning process. They wanted to apply their language 
abilities to real-life situations in the target culture. These findings also held true for 
Alicia, El, Kara, and particularly Alexander, who all had a positive attitude toward the 
culture and talked about how excited they were to be able to use their language skills 
abroad and interact with the native speakers. Alexander stated that it was one of the 
predominant reasons for continuing with German. These students were all motivated 
to study their foreign language for a specific purpose and application.  
All of these findings lead to a number of tactics instructors and administrators 




to students to ways of marketing language programs to incoming students. I will now 
discuss implications for administrators and instructors.  
Implications 
This section provides recommendations to administrators and instructors on 
ways to help motivate students to continue in their foreign language studies. The 
interviews shed light on a number of areas that could easily be improved. Most 
discontinuing students would have liked to continue learning the language, were 
disappointed that the program was not beneficial to them, and clearly discussed why. 
The continuing students were also very articulate about what was motivating to them 
and what aspects of the course and instructor were beneficial.  
When discussing how to get students to continue their language studies, 
administrators and instr ctors ma  think it is completel  based on the st dents  
personal decisions or may consider marketing methods. It is clear that why students 
contin e or discontin e is often based on aspects ithin the instr ctors  control. This 
should be encouraging news because, although it may take work and much thought on 
the part of the instructor, the results show the instructor can strongly influence the 
trajector  of the st dents  lang age st dies. Ho  instit tions and instr ctors treat and 
interact with their students has the potential to encourage or discourage them. I 
strongly recommend to always reflect on the dynamic between institution, instructor, 
and student and understand that the students are not acting alone, but often in reaction 
to their institution and instructors. 
This is not an exhaustive list of ways to implement the findings of this study. 




will begin with recommendations to administrators, followed by recommendations to 
instructors. 
Recommendations to Administrators 
Motivated students who are capable and interested in continuing should be able 
to do so in some format. Since time commitment was often what stopped otherwise 
interested and motivated students from continuing, this is an area that should be 
addressed. One recommendation to solve this issue would be low credit, low stakes 
language courses that provide some exposure to the students so they still have some 
outlet to practice the language, without requiring more of a time commitment than 
they can handle. Such courses may take the form of a one or two-credit course or 
possibly a three-credit course divided into two semesters instead of all in one. The 
possible downside to this format would be that the students may not make progress as 
quickly as they would in a more intensive course. However, if the alternative is  
them discontinuing their language studies completely to instead learn from an online 
program, offering such courses might be worthwhile. This also leaves the possibility 
open that they may enroll in a class again in the future if they were able to stay 
involved in the department and keep up with the language, albeit for fewer credits. 
The issue of credits affects more than just the time commitment of students. It 
is also the way institutions measure student progress in a language since students 
fulfill language or general education requirements based on credit hours. However, 
using this system ignores whether or not they truly gained proficiency in the language. 
If students are only enrolling in a couple of courses, it is to be expected that they 




requiring multilingual and multicultural employees, opportunities that have been 
increasing exponentially (New American Economy, 2017).  Whether they truly make 
progress is irrelevant because they only need to earn a certain number of credits to 
either fulfill general education requirements, major/minor requirements or to simply 
show they took foreign language courses. One solution to help emphasize the actual 
progress they make in language ability is to replace semester, credit-hour requirements 
with proficiency-based requirements.  Specifically, requiring a certain level of mastery 
of the language, as opposed to the number of courses completed. 
Using semesters as a measurement bypasses what is really important.  If 
graduates, for instance, need to participate in a meeting with Spanish-speakers, it is 
irrelevant how many courses they enrolled in, but rather what proficiency level he or 
she gained during that time.  If language requirements were to shift away from a 
semester model and towards a proficiency model, it would advantage heritage 
speakers by giving them credit for their abilities.  It would also encourage non-
heritage students to not skim through the required courses but would instead require 
them to delve into the language and culture and apply it to their field of study in 
meaningful and applicable ways. 
This approach is a drastic shift from the common credit system that has been 
used. Proficiency-based requirements may not be able to completely replace credit 
requirements; however, certain major programs can have the requirement of a 
proficiency level as opposed to a number of credit hours. For example, majors that 





Man  ni ersities se the phrase proficienc  b t still link it to a number of 
courses taken (Neuman, 2017).  Proficiency can instead be, and optimally is, defined 
as what students can do with the language (ACTFL, 2012).  A proficiency level that a 
university requires could be one within the ACTFL proficiency range, which has four 
categories of Novice, Intermediate, Advanced, and Superior, which three sub-
categories of Low, Mid, and High in each of these (except Superior).  Depending on 
the institution or major, for example, a university may choose to replace the 2-
semester requirement with a Novice High or Intermediate Low requirement. This 
model would shift the priority to a certain proficiency level, then provide students with 
examples of how this may be obtained.  These may include being a heritage speaker, 
participating in study-abroad immersion, taking as many courses as a student needs to 
reach that proficiency goal or some other creative approach. I will now discuss ways 
to increase st dents  connection to the target lang age and c lt re since participants 
were motivated by seeing peers speak the language and by having opportunities to 
apply the language.  
Providing opportunities for local and international students to connect could be 
beneficial to both groups of students. Belkin, et al., (2016) discuss how international 
students frequently live with other students from their home country and have 
difficulty integrating with American students. A survey of over 450 international 
students in the South and Northeast showed that nearly 40% of international students 
had no close American friends (Gareis, 2012).  
International students and American language students can connect in multiple 




could also be hired to lead conversation groups outside of class or in campus cultural 
activities, such as German or Japanese movie nights. These give students simple ways 
to interact with each other and practice speaking with each other. Universities may 
also provide incentives for international students, such as stipends for leading 
conversation groups or teaching one-credit conversation courses.  
When American students live in foreign language housing, they make more 
gains in the language than students who only have exposure in the classroom 
(Martinsen, et al., 2011) Therefore, it is recommended to provide such housing 
options. When cultural housing is available, if international students are interested, 
they may be provided housing with American students studying their language. This 
would increase cross-cultural exposure, provide an opportunity for international 
st dents to get more in ol ed on camp s, and to increase the American st dents  
opportunities to use the language, which is a benefit to both groups. Next, I will 
discuss how to address the motivational aspect of a future career that involves 
languages.  
Since career arose frequently in interviews as a reason for choosing their 
language but not for continuing, it may be a beneficial factor for recruiting students 
into a certain language program. When advertising programs or even designing them 
in the first place, linking certain majors or certain career paths to languages could be 
an effective tool to convince students to enroll in a language program. For example, 
Brenden saw the use of his language for the games/programming industry, El saw a 
benefit for her future career in law, Alicia and Alexander in Engineering, Tucker in 




their field would be improved by having knowledge of a certain language. If 
institutions were to make this connection clear, it may lead more students to also see 
the career benefit of adding a language. 
A solution that increases foreign language enrollment and also makes 
languages directl  applicable to st dents  f t re careers is d al-degree programs.  This 
has been a modern trend that is having a great impact on increasing enrollment 
(Redden, 2017).  In these programs, students major in the field of their choice, i.e. 
engineering or business, along with a foreign language.  Such programs allow students 
to study abroad or have internships abroad, where they gain interdisciplinary skills in 
their field in another country.  This is a shift from the traditional model of foreign 
language programs called language-literature, which offer introductory grammar 
courses, followed by literature courses (Redden, 2017).  Dual degree programs instead 
offer deep, relevant immersion inclusive of overt intention to create a global citizen. 
A 2007 report from the Modern Language Association warned universities of 
foreign lang ages  aning rele ance and called for a complete restr ct ring of 
language programs (Redden, 2017).  They urged departments to restructure away from 
a language-literature program and adopt interdisciplinary and dual-degree programs 
that prepared students for a wide-range of careers in which they could apply their 
language knowledge.  Based on a 2017 survey, only 39% of faculty and administrators 
had since been working to change their curriculum to fit this model, suggesting that 
universities are largely still providing students with outdated language instruction 
(Redden, 2017). In the following section, I will discuss ideas instructors can 





Recommendations to Instructors 
Man  of the factors that affect the st dents  moti ation are ones that can be 
influenced by the instructor. If this influence is ignored or overlooked, it can be 
negative because the instructor may be unintentionally demotivating their students, or 
they may unnecessarily be putting blame on the students for not being motivated. 
However, it can also be extremely positive when the instructor takes steps to ensure 
they are supporting and encouraging their students in a manner that does indeed 
motivate them. Sometimes an instructor may think they are encouraging their students 
but there may be ways to make it more effective. 
The first issue I will address is the time commitment and how discontinuing 
students felt they could not keep up with the work required. I do not recommend 
decreasing the amount but rather reevaluating the work assigned to ensure they are 
meaningful tasks that are challenging yet achievable and that will also help students 
progress. As previously noted, students are motivated when they are able to 
accomplish challenging tasks (Tsang, 2012) For example, Brenden felt that he studied 
so many vocabulary words for a quiz that he simply forgot them right away. If what he 
studied outside of class were reinforced in class and were an achievable amount, he 
would not have felt as overwhelmed and would have been able to keep up and 
continue studying Japanese. He had a large amount of work to study for each class; 
however, because it was just to learn to pass the test, it was not reinforced or retained. 
Additionally, I recommend leaving class time for work that cannot be done outside of 




should not be done in class, such as reading grammar explanations or assignments that 
rely on English. When class time is used for application of the material and students 
prepare for that application in class, it offers more time for critical thinking 
(DeRuisseau, 2016). Next, I will discuss ways to help increase student confidence, 
gain an identity as a multilingual person, and have a sense of making meaningful 
progress. 
In order to increase student confidence in their ability and help them gain 
and/or keep their identity as a multilingual person, instructors can help show them 
they are capable of becoming multilingual by showing them their progress. This can 
be done in a variety of ways. The continuing students often started their language 
studies unsure of their ability to learn a language, once they saw their progress and 
saw examples of multilingual Americans, they saw that they too were capable of such 
progress. Instr ctors can adj st their teaching approaches to increase the st dents  
sense of success and progress, for example, giving positive feedback to highlight 
progress the students have made. Instructors may be used to only highlighting the 
errors for the students to correct; however, this emphasizes their faults as opposed to 
their successes. When editing a paper, for example, do not only mark the errors but 
describe and take note of what the students are doing well. Examples of this may be 
Consistent and correct erb tenses!  or Good ord order.  That a  a st dent ill 
not think they only make errors and are not making much progress. Seeing what they 
are doing correctly will highlight what they have learned so far and they will know 




Highlighting specific positive aspects about the process that led them to 
succeed will encourage them to do those more because they will understand why they 
did a good job (Dweck, 2006). This should not be done in the form of generalized 
complements based on intelligence, s ch as Yo re s ch a good lang age learner  or 
Yo r French is so good!  b t rather as specific enco ragement based on their effort 
such as I see o  st died the erb tenses!  or Great job sta ing in German hen 
doing partner ork!  When praise and encouragement are based on the st dents  
ability, they do not want to try anything new that may exhibit their flaws, but when 
students are praised based on effort, they are more likely to take on new challenges 
that will help them learn (Dweck, 2006). This can be used in the language classroom 
to help motivate and encourage students to keep practicing the language even if they 
make mistakes. 
 To highlight the progress students have made, it is also advisable to not only 
point this out in assignments but also during class time. To show students that they 
have learned something and made progress within a class period, write the goals for 
the period on the board and at the end ask the students if they achieved them all. For 
example, the goal of a lesson may be to talk about hobbies or activities that you and 
others like to do. On the board, o  ma  rite Sa  hat I like to do (1st person). Ask 
what someone likes to do (2nd person). Say what someone else likes to do (3rd 
person).  These goals sho ld be concise and realistic. If o  ha e str ct red class time 
in a manner that allows them to produce the material multiple times, they should all be 
able to achieve these goals. Being able to check these off at the end of the lesson will 




Instructors who are interested in retaining more students can take these issues 
regarding student progress and adjust them according to their class. For example, 
Alexander was unsure about continuing until his professor made it clear to him how 
well he was doing in class and how much progress he had made. Giving a personal 
to ch and disc ssing the st dents  progress hile meeting ith them is a simple a  
the instructor can ensure the students know they have made progress. It may be 
understandable to do this when the student has an A in class; however, it can also be 
done in a more strategic way when the student is not earning a high grade. For 
example, a student may not be doing homework or doing well on quizzes but still 
speaks the target language in class and tries new difficult conversations. This effort to 
speak in class is something that can be praised and encouraged. If students know they 
are making progress in some aspect of the language, they will feel encouraged and 
may put more effort into other areas as well. This may even take the format of mid-
semester e al ations here the st dents  progress and areas of strength can be 
highlighted or even in emails to the student when instructors see something they want 
to encourage. 
In addition to giving positive feedback regarding student effort and 
highlighting the progress students have made, the results of this dissertation also lead 
to the conclusion that students need realistic and achievable tasks in order to feel 
meaningful progress (Dweck, 2006; Tsang, 2012). Since competence diminishes when 
a task is too difficult, and competence is a psychological requirement for motivation, it 
is advisable to assign tasks that the students are able to achieve and that give them a 




for instructors of foreign languages because they can assist in providing opportunities 
for the students to use the language successfully and make strides. Notably, Tsang 
(2012) found that students do not have a sense of accomplishment if the task is too 
easy or is meaningless. Therefore, instructors should not give students unsubstantial, 
meaningless tasks with easily achievable goals for the sole intention of giving students 
a sense of accomplishment, but rather instructors should challenge them with rigorous, 
yet attainable goals so that when they achieve those goals, they feel that they are 
making meaningful, substantial progress. Next, I will discuss ways to help students 
push away from their identity as monolingual speakers and toward an identity of a 
multilingual, multicultural person. 
Many of the participants described how they admired multilingual speakers 
and also how they did not want to be the monolingual speaker they used to be. This 
leads me to believe there should be as many opportunities as possible for students of 
foreign languages to be exposed to native speakers and international students. Meeting 
international people and having international experience seems to help them better 
reflect on their own culture and on themselves as English speakers.  
Including international students as assistants or conversation partners in 
beginner courses could potentially give a much-needed boost to the lang age st dents  
conversation abilities. A study carried out by Macaro et al., (2012) found that having 
bilingual assistants from the target culture helping out in the language classroom 
impro ed st dents  oral capabilities over a three-week period. This tactic could be 
used to benefit international students as well. Belkin, et al., (2016) discuss how 




have difficulty integrating with American students. A survey of over 450 international 
students in the South and Northeast showed that nearly 40% of international students 
had no close American friends (Gareis, 2012).  
When American students can meet and converse with international students 
their own age in the target language and learn about the target culture, they have their 
o n e perience to constr ct learning from, as opposed to listening to instr ctors  
experiences. In addition to integrating international students in their classes whenever 
possible, instructors may also want to help provide extracurricular activities that 
involve international students and language students, such as conversation groups, 
tandem partners, language-based movie nights, and other activities related to the target 
culture and language. 
Cultural exposure is a specific key benefit American and international students 
may gain from conversations with each other in addition to being examples to one 
another of the kind of multilingual person they could be. While it is important for 
foreign language instructors to provide the students with information about the target 
culture, if the goal is for students to have their own personal intercultural experiences, 
they should be provided ways to do so. Having a student their own age tell them about 
their culture and language would give them first-hand experience with the target 
c lt re. The  co ld then ha e a face to go ith the te tbook s c lt ral references or 
have a real person to compare what they may hear about the people or culture outside 
of class.  
 The final suggestions for instructors are related to connecting the language to 




mentioned a future career as a reason for wanting to learn their language. Additionally, 
research has shown that certain teaching methods have been shown to increase interest 
in having a career in that subject (Xie et al., 2014). Moreover, students are more 
motivated to learn the language when there is a real-life situation in which they could 
use the language (Allen, 2010). 
Making a clear connection from language to career or major field could help 
students see how a language may be beneficial in their future. If the connection 
between careers and languages is not clear in the program design itself, the connection 
can be made within the course. One assignment that would make this connection clear 
and that would give the students autonomy is to have them do a project on how the 
language can be applied to their major field or future career. This could include 
searching for actual job or internship postings in the target country or finding ones in 
the United States that prefer or require language ability. Another assignment could be 
for the students to make their own personalized vocabulary lists of terms that are 
relevant to their major. 
 The connection between language and career can be made in a variety of other 
projects as well. Additional assignment idea is instead of quizzes or tests to show that 
students know certain aspects of grammar, they can present on a topic that relates to 
their major field and that actually uses the grammar being tested. An example is when 
learning the passive voice, students can present on or write about how a process 
related to their field is carried out or how a product is made. Something as simple as 
learning the times of day can be turned into an opportunity to further connect the 




their field might do on a typical day. This assignment, in particular, can be adjusted to 
various levels, such as a beginner level student writing on what time a worker in that 
field would eat lunch or get off work to an advanced level student writing about the 
daily tasks a worker would need to do for the job. These assignments lead them to 
learn specialized vocabulary for their major field, further connecting the language to 
their major and future career field, in addition to providing an opportunity for 
autonomy because they are choosing a topic that is relevant to them and relevant to  
their future. 
Table 5 
Recommendations for policy and practice 
Group Recommendation 
Instructors x Reevaluate work assigned to 
ensure they are meaningful tasks.  
x Show students that they are 
making progress by not only 
correcting errors but also 
describing what they are doing 
correctly. 
x Praise the process that led them to 
succeed, not their ability or 
personal traits. 
x Write the goals for the period on 
the board and at the end ask the 
students if they achieved them all. 
x Challenge them with rigorous, yet 
attainable goals so that when they 
achieve those goals, they feel a 
sense of meaningful progress. 
x Include international students who 
speak the language in class 
activities. 
x Help students connect the 
language to real-life career use. 
College and University Administrators x Offer low stakes, low credit 




stay involved without a big 
commitment.  
x Hire international students to be 
classroom assistants, lead 
conversation groups and other 
campus activities or teach one-
credit conversation courses. 
x Provide cultural housing or 
living/learning communities 
where American and international 
students can live together. 
x Link languages to certain majors 
or certain career paths in the form 
of dual-degree programs and/or 
advertising and course offerings. 
x Emphasize (or require) 
proficiency as opposed to credits 
of a language. 
Future Research 
 This study adds to the literature on motivation in foreign languages and also 
points to areas in further need of study. Since this was a qualitative case-study that 
studied nine participants in-depth, it would be beneficial to use the results to design a 
quantitative study that includes a large number of participants. The results of what the 
participants of this study said influenced them to continue or not continue could be 
used to formulate a series of questions to learn if these same aspects applied to a wide 
range of students. 
Additionally, it would be interesting to triangulate these data with interviews 
with instructors to look into what they see as the reasons why students continue or 
discontinue. Moreover, it would be interesting to interview and observe instructors to 




They may, for example, be doing something they think is motivating or particularly 
effective but is in fact not linked with students continuing.  
Future projects based on this dissertation include a simple guide and 
suggestion sheet for instructors. This will consist of suggestions taken from the 
previous sections and put into a brief format. This will be beneficial because 
instructors can easily reference it for ideas on how to retain students and will be able 









































Appendix B: Interview Protocol 
Answer at beginning of interview: Please write (or provide) 3 words to describe what 
influenced your decision to continue/not continue with languages. 
Main research question: Why do some students who initially intended to only 
complete their major or general education foreign language requirement reconsider 
and decide to continue? 
1. Tell me about what words you wrote down and why. 
2. Tell me about the first experience(s) you had with foreign language and the 
perceptions you had of it at the time. 
3. How did you come to study (foreign language), as opposed to other languages 
or another course? 
4. What were your initial thoughts regarding starting a university-level (foreign 
language) course and how you might do? 
5. What were your expectations or plans regarding studying (foreign language)? 
6. Describe an experience you had that maybe changed how you regarded 
learning (foreign language). 
7. Decision 
1. If continuing: Tell me about how you made the decision to take a third 
semester instead of simply completing your requirements like you 
initially planned. 
2. If not continuing: Tell me about how you made the decision not to take 
a third semester like you had initially planned. 




1. If continuing: I would not have continued with (foreign language) if  


























Appendix C: Email to Instructors to Recruit Students In-Class 
Dear ______, 
  
As you may know, I am a student in the URI/RIC Education PhD program. I 
am starting my dissertation this year and am writing you to see if you would allow me 
to introduce my study to your (course name) students and, if they are eligible and 
interested, interview them. I could visit your class (at this time). I would just need 5-
10 minutes at the end of class. 
My dissertation is on motivation in foreign language and why students may or 
may not continue after completing their 1st or 2nd semester language course. This is 
URI research and the purpose is to explore the experiences of beginner language 
students to gain insight into what occurs during their courses that influences and 
motivates them to continue or discontinue their language courses. The findings of this 
study will contribute to the pool of knowledge on practices, theory, and policy that 
contribute to student retention in foreign language studies.   
To recruit students, I would need permission to visit your class for only 5 
minutes. To make sure their participation did not affect their grade or course standing 
in any way, I would ask you to leave the room. While there I would introduce the 
study to the students and have them fill out a brief questionnaire on the students' 
eligibility and their interest in participating. Based on those answers I would follow up 
with them personally.  
There are two groups of participants: those continuing and those not 
continuing. Qualification into the first group requires that the students are currently in 




semester and that they initially intended not to continue and to only complete their 
major or general education course requirement of one or two semesters of a foreign 
language, respectively. Qualification into the second group requires that the students 
are currently in their first or second language course and are not registering for the 
following course next semester and that they initially intended to continue on to 
further courses after completing their major or general education course requirement 
of one or two semesters of a foreign language. 
If students are eligible and interested in participating, I will conduct interviews 
with them on the URI campus. Interviews will be booked for 30-45 minutes and will 
take place in March, 2020. 
Thank you and please feel free to email me with any questions or my Major 
Professor Rabia Hos at URI (rabiahos@uri.edu). The principal investigator (PI) is 
Rabia Hos. 
This research has been approved by The University of Rhode Island 












Appendix D: Email to Instructors of Student Recruited Post-COVID via Email 
 
As you may know, I am a student in the URI/RIC Education PhD program and 
also teach German. I am starting my dissertation this year and am writing you to see if 
o  o ld for ard the message belo  (labeled Message to Students ) to o r 101 
and/or 102 students to see if they are eligible and interested in participating. 
If they are interested there is information in their email to contact me. 
            My dissertation is on motivation in foreign language and why students may or 
may not continue after completing their 1st or 2nd semester language course. This is 
URI research and the purpose is to explore the experiences of beginner language 
students to gain insight into what occurs during their courses that influences and 
motivates them to continue or discontinue their language courses. The findings of this 
study will contribute to the pool of knowledge on practices, theory, and policy that 
contribute to student retention in foreign language studies.  
There are two groups of participants; those continuing and those not 
continuing. Qualification into the first group requires that the students are currently in 
their first or second language course and are registering for the following course next 
semester and that they initially intended not to continue and to only complete their 
major or general education course requirement of one or two semesters of a foreign 
language, respectively. Qualification into the second group requires that the students 
are currently in their first or second language course and are not registering for the 




further courses after completing their major or general education course requirement 
of one or two semesters of a foreign language. 
If students are eligible and interested in participating, I will conduct interviews 
with them via web conference. Interviews will be booked for 30-45 minutes and will 
take place in April, 2020. 
Thank you and please feel free to email me with any questions or my Major 
Professor Rabia Hos at URI (rabiahos@uri.edu). The principal investigator (PI) is 
Rabia Hos. 


















Appendix E: Email to Students Who Were Recruited Post-COVID via Email 
 
Hi, I am Shawna Rambur, I teach German at URI and am also a doctoral 
student writing my dissertation on motivation in foreign language. For the dissertation 
study, I would like to talk with you about your choice to continue or discontinue your 
language studies after this semester. Interviews will be conducted via the web 
conference of o r choice (Google Hango ts, Facetime, WebE etc). Please see 
qualifications below. If it sounds like you and you are interested, email or text me and 
we can set up a time to talk! 
Rambur@uri.edu - 802-338-6576       
This study is on motivation in foreign language and why students may or may 
not continue after completing their 1st or 2nd semester language course. This is URI 
research and the purpose is to explore the experiences of beginner language students to 
gain insight into what occurs during their courses that influences and motivates them 
to continue or discontinue their language courses. The findings of this study will 
contribute to the pool of knowledge on practices, theory, and policy that contribute to 
student retention in foreign language studies.  
There are two groups of participants: those continuing and those not 
continuing. 
Qualification into the first group requires that you are currently in your first or second 
language course and are registering for the following course next semester and that 





Qualification into the second group requires that you are currently in your first or 
second language course and are not registering for the following course next semester 





Principal Investigator: Rabia Hos  


















Appendix F: Participant Interest Form 
Interest in participating in study on motivation in foreign language 
 
Please indicate your eligibility and interest in participating in this study. 
Participation includes being interviewed for approximately 30-45 minutes. 
Interviews will take place on campus at a time when we are both available and is 
convenient. 
1. When initially registering for your first language course, did you intend to 
a) continue or b) discontinue after you met your requirements. 
2. Did you change your mind about continuing/discontinuing at any point 
during your language courses? 
Yes / No 
3. What language are you studying? 
__________________________________________________ 
4. Are you interested in participating in this study? Yes / No 
If interested in participating: 
In order to keep your participation anonymous, please give yourself a pseudonym. It 
can be any name you choose and will be how you are referred to in this study. Please 
also provide your phone number, if you are eligible and interested in participating I 
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